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ABSTRACT 
A SOCIOLINGUISTIC INVESTIGATION OF TALK 
AND THE CONSTRUCTION OF SOCIAL IDENTITIES 
IN PEER INSTRUCTIONAL WRITING GROUPS 
MAY 1992 
DAVID EDWARD LUDLAM, 
B.A., UNIVERSITY OF MASSACHUSETTS 
M.Ed., UNIVERSITY OF MASSACHUSETTS 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor David Bloome 
This dissertation is an ethnographic study of talk 
in peer instructional writing groups. It is concerned 
with the relationship of talk and various writing 
process activities to the construction of the 
community within the group and to the definition of 
social identity by the members of the peer group. The 
research question asked was "what norms of language 
use can be identified in the talk of peer writing 
groups, and for what purpose are the norms used by the 
group members?" 
The study was conducted in an English class at a 
regional vocational high school over a two and one 
half year period. The same peer writing group of four 
adolescent males was observed from tenth grade through 
twelfth grade. Data in the form of audio tapes. 
v 
fieldnotes, and student writing was collected and then 
analyzed using a sociolinguistic based method of 
conversational coding and analysis. The purpose of 
the analysis was to identify norms of language use 
established by the members of the peer writing group, 
and to evaluate the purpose for which the norms were 
used. 
Eighteen norms of language use connected to 
writing process activities and storytelling in the 
group were identified. The jr‘“-1ings suggest that talk 
within a peer writing group is being used for more 
than the accomplishment of the assigned task; the talk 
connected to the writing process activities is also 
being used to accomplish the construction of a 
language community within the group and to define the 
individual social identities of the peer group 
members. 
That the group established norms of language use 
•» 
for directing the talk within their group is 
significant, and that those norms were based upon 
aspects of the writing process and storytelling is 
important in that it indicates the existence of a 
means through which writing and social identity are 
connected. / 
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What, then, is talk viewed 
interactionally? It is an example of that 
arrangement by which individuals come 
together and sustain matters having a 
ratified, joint, current, and running claim 
upon attention, a claim which lodges them 
together in some sort of intersubjective, 
mental world [Goffman, 1983, p. 70]. 
The group is special and more than 
the sum of its individual parts. It has, 
in particular, a social dynamic which is 
relatively independent of issues and 
locations, preconceptions and prejudice. 
A social force which we might simply call 
loyalty tends to overdetermine previous 
attitudes and the specific conditions of the 
group's existence [Willis, 1977, p. 123]. 
A community, then is to be 
characterized in terms of a repertoire of 
ways of speaking. Ways of speaking are to 
be characterized in terms of a relationship 
between styles, on the one hand, and contexts 
of discourse, on the other [p. 201]. 
Membership in a speech community consists 
in sharing one (or more) ways of speaking 
[Hymes, 1974, p. 199], 
*-- - 
Both student peer group relations and 
teacher-student relationships, as well as the 
organizational requirements of the social 
system, affect both the communication and the 
products of learning [Gumperz, 1986, p.63] 
Perhaps the most important general 
implication for teaching, however, is to note 
that anyone who succeeded in outlawing talk 
in the classroom would have outlawed life for 
the adolescent: the web of human relations 
must be spun in school as well as out 
[Britton, 1970, p. 223]. 
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1.1 Introduction 
This is a study of the relationship of talk, 
writing and the construction of social identity among 
the members of a peer instructional writing group. 
The study is concerned with how talk in a peer group 
reflects and influences the definition of social 
identity by the group members, especially as it is 
connected to writing process activities and 
storytelling. In particular, the study centers on the 
development of language norms or ways in which the 
group members use language to achieve their social 
positioning. 
Though this particular study looks at the talk 
within a peer writing group, the findings do not 
necessarily need to be restricted to talk in a writing 
classroom. As Britton [1970] notes, talk is the means 
through which students build their world view, both in 
and out of school. This study is concerned with how 
peer group members use language to negotiate and 
redefine their social identities in a situation where 
writing is the major activity. Due to the recent 
stress on process writing instruction and its 
utilization of peer oral feedback, a writing classroom 
is a good site for a study of talk in peer 
instructional groups. This is especially the case in 
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situations where the peer groups are involved in all 
aspects of the writing process from initial 
brainstorming of topic ideas to the final feedback on 
the finished product. The oral feedback and other 
discussion occurring during the writing process 
constitute the focal area of this study. 
The purpose of this study is to better understand 
how talk in peer instructional writing groups 
influences the development of language norms within 
the group and how the norms are related to the 
definition of social identity by the group members. 
Norms of language use have been researched and 
discussed as they apply to social interactions on a 
broad level by Hymes [1974], Goffman [1981] and 
others. On a more specific level, Gumperz [1986] has 
discussed the development of language norms in the 
classroom and how they affect general instruction. 
Talk in peer instructional groups has been studied as 
to its effect on writing process instruction by Gere & 
Stevens [1985], Gere & Abbott [1985], Freedman [1987] 
and others. However, there has yet to be much 
research into the effect that talk in peer 
instructional writing groups has on the development of 
the language use in the group and on the social 
identity of the members. 
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Language norms in peer interaction differ from 
norms established in teacher-student interactions as 
one is by nature an instructional dialogue and the 
other is a conversation among peers. The language 
rules delineating teacher-student talk are usually 
teacher controlled and developed. The role of the 
student is that of participant in using the norms, but 
not necessarily as a creator of the rules. In 
peer-peer interaction the various group members are 
both participants in the talk and creators of the 
norms that define the talk. 
Past research has tended to discuss peer 
interaction in terms of teacher-student interaction 
(see Chapter 2). The acknowledgment that the peer 
group is a self-contained language community is rarely 
made, and most of the studies tend to assume that one 
peer group is very much like another. Analysis of 
peer group language norms cannot be undertaken in the 
same framework as that of teacher-student talk. Hymes 
[1974] and others [Bloome, 1989; Michaels & Casden, 
1986] have indicated that teacher-student talk tends 
to be in the form of questions and answers, and is 
usually a teacher-directed formal dialogue rather than 
conversational in structure. 
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Peer group interaction differs not only from that 
of teacher-student interaction, but it also differs 
from peer group to peer group. Peer groups are not 
monolithic entities. They do not have the same 
formally structured norms of language that exist in a 
teacher directed interchange. Each peer group is an 
entity or speech community [cf., Hymes, 1974] unto 
itself and depends upon the members for its structure 
and development. 
Thus, by studying the development and function of 
the language norms within one specific peer writing 
group, this study will raise issues and questions for 
further research which will assist in better 
understanding the nature and function of talk within 
peer groups in general. 
1.2 Research Questions 
The research questions connected to this study are 
not testable hypotheses, but rather are heuristic 
guides or starting places for development of 
theoretical constructs on peer group language norms. 
A review of the previous research on peer group 
writing instruction and in particular on the talk of 
peer writing groups (see Chapter 2) suggests the need 
to address the following two part research question. 
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What norms of language use can be identified in 
the talk of peer writing groups? And, for what 
purpose are the norms used by the group members? 
There are a variety of areas where norms of 
language use in a peer writing group are 
identifiable. Such areas include language norms used 
in defining social identity by the members of the 
group (e.g., group leader, writing expert, idea 
person, etc.), norms used in directing writing 
activities (e.g., means of gaining and giving 
feedback, requesting help, completing tasks, etc.), 
and norms reflecting control of storytelling (e.g., 
length, frequency, type of stories, etc.). 
In particular second part of this question is 
concerned with the relationship of the writing process 
activities in the group and the positioning for social 
identity by the members of the peer group. From an 
instructional viewpoint it is important to understand 
what role the writing process has in the establishment 
of the language norms in the group. Are the norms 
created to affect the doing of the writing task? Or, 
on the other hand, are the norms created to assist in 
the definition of social identity on the part of the 
group members? In this latter case the writing 
process activities may only be a means of directing 
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the creation of the norms, and not necessarily the end 
goal. In addition, it is important to understand what 
effect the positioning for social identity on the part 
of the various members of the group has on their use 
of the writing task as a basis for directing the talk 
within the group. 
1.3 Structure of the Study 
The research questions call for a long term study 
in order to capture the use of the norms within a peer 
group over time. A review previously done by me of 
the research studies on writing peer groups, along 
with the material produced by various theorists and 
practitioners (see Chapter 2), suggested that two 
factors affecting many of the previous studies were 
the lack of long term data collection and the lack of 
concern by the researcher with the social agendas and 
talk of the peer group members. Therefore, I decided 
to structure this study so that there would be ample 
time for the peer group to create norms and ample time 
to collect data which would reflect the use of the 
norms by the group members. In addition, I decided 
that the research class should be one that was 
structured as a writing workshop in which much of the 
decision making power was in the hands of the 
students, with only the basic structure of the task 
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and timetable being controlled by the teacher. This 
allows for opportunities to collect data which is more 
representative of the students" social interaction and 
non teacher—structured talk than had been done in 
other studies. 
The study focuses on one writing peer group of 
four students. Data in the form of audio recordings 
and teacher/researcher observational notes were 
collected systematically across five semesters over 
three years. Conversational analysis was then done on 
the data to identify the development of language norms 
within the group. 
1.4 Limitations of the Study 
The major limitation of the study is the 
observation of only one peer group of four male 
students. This does not allow for possible gender 
differences in the construction of language norms. In 
addition the similarity in social backgrounds of the 
four students does not contribute to an understanding 
of how wide cultural differences may affect the 
development of language norms in an instructional peer 
group. 
1.5 Language Norms 
Three levels of conversational analysis were used 
in order to identify language norms and to inform the 
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research questions. The bulk of the analysis and the 
bulk of this paper involves micro-analysis of two 
areas of talk within the peer group: task-talk and 
storytelling. This is the level three analysis. The 
level one and level two analysis both serve the major 
purpose of leading to the level three analysis. The 
level one analysis organizes the data into a form 
which can be analyzed and isolates the task-talk and 
storytelling from the other talk in the group. The 
level two analysis assists in the identification of 
trends in both task-talk and storytelling along with 
various patterns of social use of language in the 
group. Results of the level-two analysis were 
inconclusive, but offered direction for the 
micro-analysis at level three. It is at this third 
level the identification of norms of language use is 
made. 
Gumperz [1982] explains that both verbal and 
nonverbal (prosodic) 'cues exist to help the 
participants in conversation understand the speech 
activities in which they are involved. With time 
these signaling cues become established within the 
group and may be formalized as norms. He points out 
that these norms are standardized only for the group 
in which they have been developed, and that they may 
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have meaning and reference only to the group members 
and only in the context of the situation where they 
have been created- In other words, members of a 
writing peer group could be expected over a period of 
time to develop a set of norms of conversation to help 
them deal with reoccurring situations connected to the 
tasks being undertaken in their writing group. 
The significance of these norms of conversational 
interaction to an ethnographic researcher is that they 
are developed by the group members to help with 
specific situations connected to instructional 
activities. Thus, to understand the talk within the 
group, one must understand the context-specific norms 
developed by the group as part of their interactive 
activities (in this case dealing with the writing 
process). 
Norms of language use are a descriptive means of 
identifying or labeling the apparent rules governing 
the use of language in the peer group. The norms 
develop in the peer group as the members attend to 
their various agendas, both social and academic. The 
norms are a means of discussing the various modes or 
aspects of language use identified by the researcher; 
they should not be construed as being overt rules 
created by the peer group. An equation of language 
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norms to norms of dress can help to illustrate this 
concept. Teenagers in the school setting establish 
norms or rules regarding their dress based upon 
factors such as economic level, family cultural and 
ethnic background, self-perceived images of individual 
students, peer or social groups such as sports teams 
and clubs, and individual student's social goals. 
These rules are not written down or even coded orally, 
but they are understood by all who consider themselves 
members of the group. It is the observer, such as a 
social researcher, who would code and record the 
rules. These dress norms are similar to the language 
norms in this study in that they exist in the peer 
group and are understood by the group members, but it 
is the researcher who codes and records them. 
1.6 Definition of Terms 
Throughout this dissertation certain terms are 
used that need to be defined in relation to their use 
in this particular study. In addition to the 
following terms, there are others that are used as 
part of the conversational analysis charts and will be 
defined as part of the discussion of method (see 
Chapter 3). 
(1) The term writing peer group refers to a small 
group of three or four students who meet regularly and 
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are seated together at a work space for the purpose of 
participating in all aspects of the writing process, 
including sharing of ideas, giving feedback, and 
offering mutual support. 
(2) In the case of this study the writing process 
is defined as including all aspects of writing from 
initial topic discussion and brainstorming through 
final publication and critique. It encompasses both 
oral interaction and production of written material. 
(3) The writing task is assigned by the instructor 
and refers to the writing process activity being done 
by the class. It is designed in such a fashion as to 
foster peer involvement and interaction as part of the 
writing process. 
(4) Task-talk is that talk in the peer group that 
is related to doing the assigned writing task. To be 
so labeled task-talk must relate to some aspect of the 
writing process or the written product and includes 
such areas as organization, brainstorming, offering 
feedback, discussion of procedure, and criticism of 
product. 
(5) Storytelling in this study is considered to be 
oral narratives told by a peer group member and 
consists of a minimum of three consecutive speech 
utterances by that member (see chapter 3). The 
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storytelling may be an original narrative of either a 
first hand or second person experience, a retelling of 
a media event, or the reading aloud of a original 
written work by a peer group member. 
(6) Teacher-directed talk refers to classroom 
discourse where the teacher is in control, such as 
lectures, formal class discussions, and teacher-led 
and teacher-initiated peer group conversations. 
(7) Student-controlled talk is discourse where the 
student or the peers are the initiators of the talk 
and control the conversation both as to content and 
structure. 
(8) In the case of this study, norms of language 
use refers to the ways in which the students use talk 
in the peer group to achieve the task and to affect 
their social identity within the peer group. Such 
norms are implicit in the talk of the group and are 
specific to that particular group in the given 
situation of the writing class. 
1.7 Summary 
Based upon theories presented by Hymes [1974] and 
others (see discussion in Chapter 2), a peer writing 
group can be defined as a language or speech community 
in which the structure and activities of the group are 
realized through the use of language or talk. Given 
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this definition of a peer group as a speech community, 
it becomes important to understand how talk in peer 
writing groups socializes students to ways of writing, 
thinking, interacting, as well as to talk itself. As 
a means of investigating the social aspects of talk in 
peer writing groups previous studies [Heath, 1983; 
Shuman, 1986; Atwell, 1987] suggest that an 
ethnographic research approach to the study of the 
language use in peer writing groups will most likely 
result in producing the required data. In addition, 
because it takes time for a language or speech 
community to develop, such a study needs to be 
longitudinal in nature, involving data collection over 
an extended period of time (two to three years). 
The results from this type of ethnographic study 
will provide a series of theoretical insights into the 
socializing nature and role of talk in peer writing 
groups. In particular, the study will reveal how 
language norms develop within a group and what effect 
the norms have on writing process instruction. Thus, 
based upon the previous research and theoretical 
arguments presented in this chapter, the current study 
was undertaken. 
The remainder of this dissertation consists of 
four chapters. Chapter two contains a review of 
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previous research and literature on talk in peer 
instructional writing groups, along with a discussion 
of the theoretical aspects of language use and 
evaluative studies of language use in various social 
settings. 
In chapter three an explanation of the method of 
data collection and analysis is given. Chapter four 
is a discussion of the results of the data analysis 
concentrating on the level three or micro-analysis of 
task-talk and storytelling. Chapter five draws 
conclusions from the results of the analysis and 






This chapter is a review and discussion of 
previous studies and theoretical arguments about the 
i mo 
social aspects of talk, the use of talk in peer 
instructional writing groups, and the social aspects 
of process writing instruction. The underlying 
philosophy of this study is based upon a combination 
of ideas from works of various theorists, researchers 
and practitioners in the fields of writing, 
sociolinguistics and teaching. 
Over the past two decades researchers and 
theorists have studied various aspects of peer 
instructional writing groups. Starting with the trend 
in the early 1970's toward a process approach to 
writing instruction the need arose to understand the 
role played by response to the product during various 
stages of development, especially response from the 
writer's peers. Thus, writing researchers began to 
examine the use of peer groups in writing 
instruction. The research studies on writing peer 
groups fall into three general areas: studies 
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comparing the benefits of peer group instruction to 
fix 
that of teacher instruction, studies on the effect of 
peer group instruction on the written product, and 
^studies of conversation in peer writing groups. 
The studies comparing peer group instruction to 
that of teacher instruction are the earliest 
(1972-1980) and tend to be experimental in method. 
The overall results of the early studies indicated 
that there was very little empirical difference 
between the two types of instruction. The studies on 
the effect of peer group instruction on the written 
product showed mixed results. However, as a whole, 
they gave support to the continued use of peer groups 
based on the way peer groups facilitate 
non-instructional dimensions of writing instruction 
(e.g., teacher paper work, teacher-student 
conferences). 
Given the continued use of peer groups by 
classroom teachers and the mixed findings on that use, 
research shifted to focus on the collaborative nature 
of the groups. More recent studies (1980-1989) tend 
to concentrate primarily on the talk within the 
group. Researchers have looked at talk as it affects 
the writing task or process; however, only a few 
studies [Gere & Abbott, 1985; Stock & Robinson, 1989] 
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have looked at the phatic or social talk within the 
peer group. In order to further understand the phatic 
or social talk within the writing peer group the 
current study was undertaken. 
This chapter is divided into six sections. The 
first two sections are concerned with peer 
instructional writing groups, section one being a 
review of major research over the past two decades and 
section two a discussion of the theoretical arguments 
for the use of peer groups in writing instruction. 
The next two sections deal with the philosophic 
and theoretical discussion of the social use of 
language. The last two sections of this chapter 
discuss the role of storytelling in peer groups and 
the development of norms of language use in peer 
communities. 
2.2 Review of Research on Peer Instructional 
Writing Groups 
Over the past twenty years, teaching of the 
writing process has become an integral part of many 
English curricula. As a part of this process many 
teachers of writing have included the use of small 
groups for the purpose of giving peer feedback or of 
helping with draft editing. There has not been a 
great amount of research done on the subject of the 
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use of peer groups in the secondary school classroom 
as a part of teaching the writing process, and what 
has been done concentrates mostly on peer feedback 
during the draft phase, and on feedback as it is used 
in evaluation of the end product. Very little 
research has been done at the secondary school level 
on the language or talk of the peer group during the 
writing process, or on the collaborative aspect of 
peer groups as part of the composing process. 
This section reviews the major studies on the use 
of peer groups in secondary and college level writing 
instruction that are most closely concerned with the 
use of talk in the groups, along with aspects of 
feedback and task development as they are affected by 
the use of peer groups. 
2.2.1 Early Composition Peer Group Research 
Five of the more noted studies from the 1970's on 
peer writing groups are discussed in this section. 
They present data on peer feedback that supports the 
continued use of the groups. 
Early in the 1970's, Lagana [1972] did a study of 
teaching composition utilizing peer groups in which 
she compared the effects of teacher evaluation of 
essays with that of peer evaluation. She found that 
both forms of evaluation seemed to be equally 
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effective, and that the use of peer evaluation helped 
to lessen the paper load of the writing teacher. This 
lessening of paper load is an argument which would 
become one of the main selling points for the use of 
peer groups in writing classrooms. 
In a study of small groups in the composition 
class, Koch [1975] found that peer groups are 
beneficial in the development of linguistic confidence 
in the students, and helped them to become better 
writers. The term "better writers" is questionable in 
light of its need to be related to some given 
criteria, but the development of linguistic confidence 
has become a key argument for the use of peer groups. 
Elbow [1981] in Writing with Power makes the proposal 
that a feeling of ownership and the ability to take 
risks are major factors in the growth of a writer's 
confidence. 
Farrell [1977] did a comparison of three modes of 
instruction: teacher lecture, peer evaluation, and 
group tutoring, as they affect the teaching of 
composition to high school juniors. He found that 
both the peer evaluation method and the group tutoring 
method had more beneficial effects on the writing 
skills of the students than did the teacher lecture 
approach. Benson [1979] did a similar study using 
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junior high school students. She was particularly 
interested in the revision behavior of the students. 
Her results show statistical support for the use of 
peer groups. In contrast to these studies, Myers 
[1979] in looking at the effects of teacher versus 
peer evaluation on paragraph unity and punctuation 
found no significant difference between them. 
However, in his conclusion he echoed the statements of 
previous researchers that the use of peer groups does 
free the teacher of a great deal of the burden of 
paper work connected with the teaching of writing. 
The consensus of opinion on the use of peer groups 
at the end of the 1970' is summed up well by Beaven 
[1977] in her article discussing individualized goal 
setting, self-evaluation and peer-evaluation. She, as 
did the others, felt that the use of peer groups, 
though possibly not statistically more viable than 
teacher centered instruction, does help students to 
handle written language more effectively due to the 
opportunity it offers for the reading of a greater 
variety of the writing of other students. In 
addition, she notes that peer groups help relieve the 
teacher of much of the burden of paper correction. 
However, she warned of the greater amount of class 
time consumed by the use of peer groups, and the 
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problem that many teachers plainly do not trust their 
students to give effective feedback and evaluation to 
writing assignments. 
2.2.2 Alternatives to Peer Group Response 
From the beginning of the growth of process 
writing instruction as a teaching method there has 
been argument that peer feedback is unreliable and 
that the use of peer groups may be counterproductive. 
The following section reviews two of the major 
research studies that investigated the controversy. 
In response to the doubts on the part of writing 
teachers about peer feedback, Lamberg [1980] offered 
an alternative in the form of self-provided feedback. 
He suggested the use of a checklist, or rating scale, 
with which the individual student could evaluate his 
or her own writing. In addition to such self-provided 
feedback, Lamberg suggested that a combination of it 
with peer-provided feedback could offer additional 
benefit to the student, and once again lessen the work 
of the teacher. Even more recently, alternatives to 
peer editing continue to be put forth. Graner [1987] 
offers the concept of revision workshops as an 
alternative to peer editing groups. He cites teacher 
dissatisfaction with the quality of peer group 
response as justifying the need for revision 
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workshops. He states that classroom teachers feel 
that students are unskilled in making critical 
editorial comments and have a lack of preparation in 
composition skills. In addition he points out that 
many teachers find that the use of peer groups leads 
to loss of classroom control. 
For use in his revision workshop Graner developed 
a check list covering areas of cause and effect, 
comparison and contrast, and argumentation as means to 
evaluate a piece of student writing. He set up an 
experimental study to compare the revision workshop 
method with peer group feedback. In the end he found 
that both of his study groups made significant gains 
from the initial draft to the final draft (from 72% to 
75% gain), that there is no significant difference 
between the two groups, and that they both function 
equally well. 
2.2.3 Recent Composition Peer Group Studies 
More recent studies of peer response as part of 
the writing process include the social and cultural 
background of the student as aspects of the research. 
The following is a review of some of the studies that 
touch upon factors discussed in chapter four of this 
study, such as peer interpretation of written work. 
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ways of offering feedback, suggestion of ideas for 
writing and help in editing. 
In the early 1980's, Karegianes, Pascarella and 
Pflaum [1980] did an evaluation of the effects of peer 
editing on the writing proficiency of tenth graders. 
Their study had two purposes: one to test the validity 
of a structured rating system or evaluative 
instrument, and the other to determine the effects of 
teacher versus peer editing. The evaluative 
instrument was used for both the teacher-edited and 
the peer-edited groups. The use of such an evaluative 
rating system was found to make the peer groups more 
structured than normal, both in the methods of their 
procedure and of their evaluation. The results of the 
study showed the evaluative instrument to be reliable, 
and the peer response group to have significantly 
higher post-treatment essay achievement than did the 
teacher-edited group. Karegianes, Pascarella and 
Pflaum conclude that practice in peer editing helps 
the student to be more attentive to his or her own 
writing. They suggest that paying attention to the 
teacher's writing comments is a voluntary task, 
whereas paying attention to the writing of peers is 
essential for the individual's success in the group. 
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It is the desire on the part of the student to be 
successful in the group which is relevant to this 
study. There is an implied social aspect to paying 
attention to the writing of one's peers so that the 
group member may successfully participate in the peer 
activities. In the next study Newkirk [1984] notes 
the effect that the difference between the cultural 
and social backgrounds of the students and the teacher 
can have upon the interpretation of written work. A 
further conclusion may be drawn from Newkirk's study 
that such a difference in backgrounds can have an 
affect on the ways in which members of a peer group 
read each other's work. 
Newkirk in his study of peer response finds that a 
major aspect to be investigated in the discussion of 
the use of peer groups versus teacher response is the 
intended audience of the writing. He feels that there 
are differences in the way that instructors and peers 
evaluate student writing, and he set up an experiment 
to observe those differences. He finds that one major 
difference is that the students are more willing to 
read missing elaboration into a student essay than are 
the instructors. His explanation for this is that 
there exists a difference in the background knowledge 
of a subject that the students bring to the reading of 
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a piece of writing from that which is brought by the 
instructor. Thus a discrepancy arises given the 
differences in point of view of the intended audience 
of the piece. Papers written for peers tend to assume 
an understanding of the subject material on the part 
of a peer reader that an instructor, due to age or 
difference in background, might not have. Though 
Newkirk's study was done with college students, the 
results may apply even more in the case of high school 
students. The findings of his study indicate that 
intended audience is a major factor in the evaluation 
of a piece of writing; therefore, the question must be 
asked whether an instructor who proposes that a given 
assignment be written for the student's peers can 
truly evaluate that writing. In the attempt to escape 
the teacher-as-audience mode of writing instruction by 
using peer response, a feeling of hypocrisy seems to 
develop where the student assumes that the teacher is 
not being completely honest in asserting that the 
peers are the intended audience of the assignment. 
Newkirk concludes by reasserting his belief in the 
use of peer groups, but cautions that it may be 
beneficial for it to be made clear that in the final 
evaluation the teacher is to be the intended audience 
of the writing, with an added explanation that the 
26 
function of the peer group in such a case is to aid 
the student in learning to write for a wide academic 
audience. The varied backgrounds of the members of a 
peer group may in themselves be both positive and 
negative in that they give a wide base for 
interpretation of the work, but also create conflicts 
in understanding the intended meaning of the author. 
Freedman [1987], in a study using a broad-based 
survey of attitudes toward writing and an ethnographic 
study of two writing classrooms, offers an interesting 
insight into the recent status of the use of peer 
groups in the teaching of writing. The national 
survey of 560 teachers and 715 students finds that 
teachers are more positive about the use of peer 
groups during the writing process than are their 
students. Once again the relief of the burden of time 
consuming correction on the part of the teacher comes 
in for comment, as do the students' reactions to the 
reality of the teacher as the truly intended audience 
of the writing. 
The ethnographic part of Freedman's study sheds 
some light onto the various uses of peer groups in the 
classroom; however, it would have been even more 
helpful had there been three or four additional 
studies of classroom instructors included in this part 
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of the project. The two teachers who are observed 
utilize the peer groups in their classrooms in ways 
quite different from each other. One depends 
substantially on the peer groups for editing, revision 
and evaluation; whereas, the other utilizes the groups 
primarily for problem solving during the draft stage 
on specific areas such as character development. 
However, in both cases the classroom instructor is 
very much in control of the activities within the peer 
group. There is little opportunity for the group 
members to stray from the clear discussion procedure 
established by the teacher, thus offering little 
opportunity for observing the differences in the 
students" attitudes and the effect the differences may 
have on the feedback the students offer. 
The results from a study by Clifford [1981] on the 
collaborative approach to the teaching of writing 
appear to have gone unheeded by most classroom 
teachers. Clifford evaluated six college freshmen 
writing classes in which the teacher-directed approach 
was used for three of them and peer approach for the 
remainder. He evaluated a precourse and postcourse 
writing assignment for each of the ninety-two students 
and found that the peer approach sample showed a 
significant gain in writing performance. 
28 
Interestingly enough, he found that an analysis of 
grammatical errors showed no significant improvement 
for either the peer or the teacher-centered groups. 
His is not a study of the construction of the groups 
as much as it is a comparison of the difference in 
instructional methods; however, he does find that the 
collaborative aspect of bringing variety into the 
feedback process may have an effect on the process. 
These studies have demonstrated that the use of 
peer groups as part of writing instruction is clearly 
more class-time consuming than traditional teacher 
instruction methods, and their use does not appear to 
have significant results on the improvement of the 
grammatical mechanics of writing. Peer groups do, 
however, help to lighten the load of correction and 
written response work on the part of the teacher. 
They can help to provide audience, but only if the 
students or peers are truly the intended audience for 
the piece of writing, and only if that writing is 
evaluated by the teacher in a way that gives credence 
to its being for the peer audience. 
LeFevre [1987] argues that collaboration can be 
useful in helping students to problem solve, and thus 
the use of peer groups can make the writing task 
easier and less threatening for the students 
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involved. However, none of the above studies have 
investigated the relationship of the talk to the 
writing activities being done. For that, one must 
look to a series of later studies discussed in the 
next section. 
2.2.4 Research on Talk in Peer Groups 
Researchers had not shown much interest in what 
was actually occurring in the oral language of the 
peer groups, until Gere in two studies, one with 
Stevens [1985] and the other with Abbott [1985] looked 
at the effects of talk on writing group activities. 
In her study with Stevens, Gere examined how oral 
response in writing groups shapes the revision of the 
writing. To do this they instituted a comparison of 
peer oral-response classes with those stressing 
teacher written-response. Overall they looked at nine 
classes: two from the elementary level, four from the 
middle school, and three from the high school. They 
observed the classes and evaluated the writings along 
with the oral and written response to those writings. 
Their results are quite interesting. They found that 
even in the classes using very structured response 
methods there is oral criticism and a great deal of 
evaluative talk about writing occurring. 
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One of the more definitive results came when they 
looked at the oral comments of the peer groups in 
comparison with the written comments of the teachers. 
They found that because the oral comments were given 
in person there was not a need for elaborate written 
explanation. The comments were made apropos to a 
point under discussion, could be quite specific, and 
if further expansion were needed, the author could 
request it. However, the written comments of the 
teacher had to be more general in nature, and to be 
able to help the writer further develop a given point 
the teacher had to write an extended comment 
explaining the rationale behind his or her 
suggestion. Most teachers do not have the time for 
this. In addition, it was found that peers and 
teachers had a different set of assumptions as to the 
role of comments. Teachers had to deal with the paper 
at hand and could only comment on the product; whereas 
students could discuss the writer's intent and the 
reader's interpretation. Because this process was 
oral, it was not time consuming and could be made very 
specific. 
Gere [with stevens, 1985] makes the supposition 
that the purpose of response differs greatly between 
peer group and teacher. The teacher comments on a 
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finished product which she or he sees as a "code to be 
deciphered." The students, however, are responding to 
a work in progress. They look at it as a reader 
approaches a text, as if it were something to be 
interpreted, something to which they must bring 
meaning. They can discuss this process with the 
writer and help to form an end result which is 
meaningful to all. 
In her study with Abbott [1985], Gere goes further 
into the language of writing groups in an attempt to 
determine what is actually said during the process. 
They are looking at the collaborative aspects of the 
writing group. Their theory here varies from the 
traditional model of writing instruction which finds 
meaning inherent in the text. As Gere sees it, 
meaning is bound to use or to communicative 
intention. Once again her study uses writing classes 
from across the grade levels. Nine writing classes 
taught by six teachers were evaluated for the study. 
These classes used a peer centered form of instruction 
as set forth in the work of Elbow [1981]. To analyze 
the transcriptions of the peer groups, Gere and Abbott 
established a coding system using idea units which 
were based on the concept of information units 
suggested by Halliday [1978]. They looked at various 
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idea units including those that specifically focus on 
procedures, processes, content, form, context and 
reference, finding that the two most common ideas 
units are those that focused on content of the writing 
and on directives about the writing process. 
Overall, the most important finding from the study 
is that students in writing groups actually do 
concentrate on discussing writing, and that more than 
eighty percent of their comments are writing related. 
They also seem to be very aware that the teacher is 
still the final audience of that writing. The results 
indicate that in the course of talking about writing 
the students appear to be increasing their 
understanding of both the written product and the 
writing process. One of the major advantages of 
writing groups seems to be the immediate response to 
the writing which allows the writer to deal with 
revision as a collaborative activity. Though writing 
groups offer the students far more of an opportunity 
to discuss and use various forms of language than do 
other classroom activities, it still is the teacher 
who sets the bounds or limitations on that experience 
by establishing the ground rules for the evaluative 
process and for the end product by controlling the 
writing assignment. 
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2.2.5 Studies on Writing and Learning in Peer Groups 
Two studies on learning through writing in peer 
centered classrooms have influenced the method of 
instruction I used in the classroom during this 
study. The following is a discussion of the two 
studies. 
Langer and Applebee [1987] in their study of 
writing as a means to shape thinking propose that 
writing instruction should be a multi-discipline 
activity. They argue that if writing is to become a 
meaningful experience for the student it must have a 
clear purpose. The process of using writing to learn 
across the curriculum offers the student the ability 
both to use the writing for a practical purpose and to 
integrate the various areas of learning. However, it 
is up to the classroom teacher to understand this and 
establish the means of making the writing in his or 
her class serve a practical purpose. 
An example of practical application of this can be 
found in the work of Atwell [1987] where she relates 
in her long term ethnographic study how the use of 
peer groups can lead to learning and success in the 
classroom. Her study might be called a discourse on 
the observations of a teacher/researcher. Using her 
own English classroom she observed the problems 
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inherent in teaching writing and went about 
discovering solutions to those problems. In 
reevaluating her concept of a classroom Atwell started 
her progress toward student centered learning. 
She found a solution in establishing a student 
centered classroom using a process writing approach 
similar to that suggested by Calkins [1986]. 
The writing workshop method used by Atwell put the 
student in control of his or her own learning. It 
allowed the student to concentrate on his or her own 
weaknesses, while using his or her strengths to help 
others in the group. The teacher's role became that 
of coordinator/facilitator rather than 
lecturer/director. In Atwell's classroom the peer 
groups were utilized in all aspects of the writing 
process from establishment of the assignment to final 
evaluation of the end product. There was constant 
discussion and collaboration in her classroom. The 
students had a sense of ownership of their writing, 
and saw it as having a clear purpose due to their 
ability to write about what was important to them and 
to share it with others who were interested in it. It 
was a philosophy based upon Atwell's work which guided 
me in the construction of a peer centered classroom 
for this study. 
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2.2.6 Research on the Use of Language in Writing Peer 
Sroups 
Two recent studies relate to the community 
building aspect of talk in peer writing groups. In 
Shuman's [1986] ethnographic study she observes the 
oral and written storytellings of inner-city junior 
high school students. The report of Shuman's study is 
a rich collection of student conversations, oral 
stories, along with written retellings and letters. 
She gathered her material over a two and a half year 
period during which she came to know and understand 
many of the problems young Black students have with 
standard English in the classroom. A major factor in 
how those students view writing is the effect of 
authorship as it gives empowerment or entitlement. 
At one point during Shuman's study a knife fight 
breaks out between two eighth grade girls. This fight 
becomes the basis for a great deal of ’‘storytelling," 
the events of which many of the girls have recorded in 
their diaries. Due to the racial overtones of the 
incident the local newspapers wrote a series of 
articles on the fight and the problems at the school. 
These articles greatly distort both the events 
surrounding the fight and the problems at the school. 
In reaction to what they view as irresponsibility on 
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the part of the newspapers, many of the students in 
the school write letters to the editors. It is in 
examination of the diary entries and those letters 
that Shuman discovers true examples of ownership in 
the students' writing. The language and composition 
skills she observes in the letters and diaries are far 
superior to that shown by the same students in their 
school work. 
Shuman's study is mostly concerned with 
storytelling in the form of talk, but the examples of 
the students' writing confirm what Atwell [1987] has 
also discovered, that ownership of writing and a real 
audience are important factors for the student. 
Atwell's students also write letters to newspapers, 
magazines and celebrities, but in her classroom there 
is always the very real audience of the peer groups. 
Teachers can all too often forget that writing is 
a form of communication, and as with all communication 
there needs to be a purpose, a means, and an 
audience. Schools tend to structure these elements in 
a way that seems quite unnatural to the student, 
especially to those from families and backgrounds 
where the formal or academic form of language is very 
alien, or is perceived from a different social or 
cultural perspective [Bloome, 1987]. Often the 
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instructors of secondary school writing classes 
require students to participate in a very unreal 
activity, expecting them to use an unfamiliar form of 
language in an unreal manner, with the end result 
being a grade or critique from a teacher whose own 
language is quite possibly worlds removed from that of 
the student. 
Stock and Robinson [1989] have done a study of 
talk in peer writing groups which, though it is in a 
remedial college freshmen writing class, has relevance 
to this discussion. As in Gere's [1985] study and 
that of Freedman [1987], the work of the peer writing 
group in Stock and Robinson's study is highly 
structured by the classroom teacher; however, there is 
some conversation in the group that is not directly 
connected to the writing task and which is overtly 
social in nature. The purpose of the research is to 
“analyze talk and its relationship to writing in 
composition courses that are deliberately designed to 
treat talk and writing as seamless uses of language 
and to treat language as the fabric from which 
communities and their constitutive meanings and values 
are fashioned" [p. 311]. 
The course is seven weeks in length and the peer 
groups meet six times during the course to discuss 
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their writing as it progresses through the 
organisation and initial draft stages. Though much is 
discovered by the researchers about the stages of 
discussion about writing, for this discussion an 
interesting aspect of the study is the construction of 
the course itself. It is designed "to encourage a 
particular set of modalities for social interaction 
through language; collaborative exploration of 
experiences and understandings; negotiations among 
equals over meanings and values; personal empowerment 
not through competition but through social cooperation 
in a context in which every voice was to be heard, 
every message attended and responded to" [p. 369]. 
One of the results of this structuring as observed by 
Stock and Robinson was that: 
students seem to know, and not only 
instinctively, that the private worlds of 
personal experience and personal knowledge 
must be explored if they are to form 
themselves into social communities in which 
acts of text-building - composition and 
comprehension - are made possible and 
enabled as something other than mechanical 
exercises. In the interchanges we have 
studied, it is quite impossible to identify 
something that might be called "off-task 
talk." [1989, p. 373] 
Stock and Robinson have taken research on peer 
groups in the writing process to the next step, that 
of looking at the language of the writing group as it 
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helps to build a sense of community within the peer 
group. Gere and Abbott [1985] suggest that 
"longitudinal studies of student writing groups would 
provide even more interesting information" [p. 379]. 
They ask for example, "how do students manifest 
cognitive development in writing groups? How does the 
language of a given group change over time?" [p. 
379]. In addition. Hillocks [1986] has stated that 
"at any rate, nothing is known about the effects of 
feedback during prewriting activities. Observational 
and experimental studies should be extremely useful in 
adding to knowledge about the nature and effects of 
feedback of this kind" [p. 241]. 
2.3 Philosophy on Writing Peer Groups 
The purpose of this section is to develop a 
philosophic argument connecting the sociolinguistic 
theory of language use and writing process 
instruction. 
2.3.1 Writing as a Social Activity 
Vygotsky [1986] and Bruner [1985] each theorize 
that language acquisition and learning are socially 
active processes. Hymes [1974] proposes that language 
must be studied, described, and dealt with in 
reference to its social environment. From the work of 
Smith [1985] and others in the reading field. 
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educators have come to understand the importance of 
reading aloud and of learning to read as also being 
social processes. However, writing still tends to be 
viewed by many theorists and teachers as an activity 
done by an individual in isolation, not as a form of 
social interaction. But it would seem that writing, 
and especially writing instruction is a logical 
extension or extrapolation of the theory that Hymes 
states. Hymes [1974] suggests that linguists must 
look to social and environmental use of language to 
help describe speech. The understanding and analysis 
of speech requires understanding and analysis of the 
social and environmental aspects of the speech act. 
If writing is a form of communication, should not 
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Hymes' theory work with it as well? 
For young children, writing is a social activity, 
because they do it with others. But even for the 
solitary adult writer of a letter there is still the 
intended audience. There is also the emotional aspect 
of the letter (anger, complaint, love etc.) to be 
taken into account. Writing is not an act usually 
done in a vacuum. If nothing else it has a purpose. 
However, even if one wishes to debate whether 
writing can be a solitary act, the process of learning 
to write in school is not. It requires input from 
41 
others, feedback from others, and comments from 
others. Not only is it social in its formal aspects 
(teacher-centered classrooms with input, correction, 
and comment from teacher/audience), but also in its 
less formal aspects (classrooms with peer group 
interaction, and real audience feedback). 
Returning to Hymes, if language differs based upon 
who is speaking it, where it is being spoken, how it 
is being spoken, why it is being spoken, and to whom 
it is being spoken; then should this not also apply to 
the written word? As rhetoricians would agree, it can 
be demonstrated by the fact that a memo to a group of 
co-workers is quite different from a letter written to 
the president of the company, or as a luncheon 
invitation scribbled to a friend in the next 
department is different from a love note to that 
special person down the hall. All are communications 
with people known by the author of the message, and 
all may be written using informal language, but the 
intent and the audience will have differing effects on 
the writing. 
2.3.2 The Nature of Talk in the Classroom 
Hymes [1974] puts forth the argument that language 
should be evaluated in light of its social function, 
organization and use. He theorizes that language 
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forms the community, and therefore should be 
considered in light of that community. The same 
principle can be related to the classroom in as much 
as it is also a community. However, most secondary 
classrooms do not share a common language, but exist 
with the dichotomy of two languages: that of the 
student and that of the teacher or school. In many 
cases the teacher is so involved with instructing the 
students in the standard version of that language, 
that he or she is unaware that there may exist a vast 
chasm between that standard and the real language of 
the students [Sinclair & Ghory, 1987]. Conversation, 
a sense of community, a feeling of authorship, an 
atmosphere of belonging and security, a concerned and 
interested audience, along with a real purpose for the 
activity be it reading, listening, speaking or writing 
are all essential elements to the success of the 
student in gaining access to the community of the 
classroom and academic learning process. 
Britton [1982] states that the use of talk "is the 
normal way in which we endeavor to make sense of our 
own experiences..." [p.115]. In light of this the 
classroom teacher needs to be aware that individual 
students will have different ways of using their 
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language to process information based upon the use of 
that language in their home and community. 
Britton [1970] notes that the addition of reading 
and writing to the young student's use of language 
tends to complicate the process. All too often the 
need to deal with uniform reading and writing tasks 
limits the ability of the teacher to make those tasks 
real. The student has been using her language to 
understand her world in real situations, then she 
enters school and not only must deal with new areas of 
language such as reading and writing, but has to do it 
under circumstances that are artificially 
constructed. This experience can quickly confuse and 
negate the student's understanding of these new uses 
of her language. Britton states that "what children 
use language for in school must be 'operations' and 
not 'dummy runs.' They must continue to use it to 
make sense of the world ..." [1970, p. 130]. To 
help the student learn, classroom activities need to 
be connected to what the student already knows. This 
connection can be made through talk on the part of 
both the teacher and the student. 
For the teacher to be able to understand the 
connections the student is making, Britton suggests 
that the teacher must understand the community in 
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which the student has learned her language. It is 
essential that "the homes and neighborhoods of the 
children must remain a part of their life when they 
come into school - which means that we cannot afford 
to have schools that stand aloof in the communities 
they serve" [1970, p. 188]. 
Making the connection is an area discussed by 
Moffett [1981, 1983, 1988] in a constructive manner 
offering a great many observations and suggestions. 
He agrees with the others that a student's method of 
dealing with language and thought is directly related 
to how it is done by the other members of her 
community. He views writing as a social experience. 
Learning to use language, then, requires 
the particular feedback of human response, 
because it is to other people that we direct 
speech. The fact that one writes by oneself 
does not at all diminish the need for 
response, since one writes for others. Even 
when one purports to be writing for oneself - 
for pure self-expression, if there is such a 
thing - one cannot escape the ultimately 
social implications inherent in any use of 
language [1983, p. 191]. 
Moffett believes that the student's classmates are 
a natural audience for her language both oral and 
written, and offers arguments for the use of peer 
groups to provide such an audience. Much of what he 
suggests has been corroborated by studies such as 
those done by Freedman [1987], Gere and Abbott [1983], 
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Gere and Stevens [1985], Newkirk [1984], and Stock and 
Robinson [1989]. 
2.4 Sociolinguistic Philosophy 
In this next section the role of talk in the 
construction of the classroom community and individual 
student social identity is discussed as it is set 
forth in philosophic works of various sociolinguists. 
2.4.1 Foundations for Research 
Goffman [1983] offers a foundation upon which 
research can be structured and through which a study 
of the language of the collaborative community found 
in peer groups can be organized. He proposes that 
there are three types of listeners in any group 
situation: those who are nonparticipants but overhear 
the talk, those who are participants but are not being 
addressed, and those who are being addressed. In 
writing classrooms using peer groups all three of 
these exist: the member who is being addressed, the 
members of the group who are listening, and those in 
nearby groups who overhear what is said in the other 
groups. 
As to the speaker, Goffman explains that he or she 
is free to make a statement on any subject which seems 
of interest, but that the listener is required to make 
a response in direct relation to what the speaker has 
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just said. He stresses the point that the 
relationship between the speaker, the responder, and 
the listeners in a group is complicated but still very- 
significant, and needs much more research and study- 
before it is able to truly be understood. 
What Goffman calls an "open state of talk" also 
exists in a peer group. He defines it as being a 
situation where participants have the right, but not 
the obligation, to initiate a little flurry of talk, 
and then to settle back into silence, as they feel the 
need. There is no requirement to ritualize this 
process as one might in polite or formal 
conversation. Once a group has been established and 
has become comfortable, the ritualizing of 
conversation subsides. Writers can work in silence, 
breaking that silence at will to pick up the thread of 
an ongoing conversation about the writing in 
progress. The importance of this open-state-of-talk 
in a peer group is that it indicates the development 
of a speech community within the group. 
Goffman also discusses the aspect of verbalization 
made in the absence of conversation. Basically, this 
is talking aloud to oneself, or making out-of-context 
exclamations, and tends to occur frequently during the 
writing process. He suggests that these little 
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outbursts are meant to be heard, and quite often are 
made with the intent of eliciting some type of 
response, even if it is only a nonverbal one such as a 
glance or shrug. Much of what Goffman views as the 
basis for the study of conversation can be found in 
the talk of peer groups and offers a foundation for 
their study by indicating the social intent and 
context of language use. 
2.4.2 Social Aspects of Language Context 
Hymes [1974] proposes that not only must a 
researcher look at context when investigating 
language, but that he or she must take into account 
its social purpose and its referential meaning. It is 
this combination that in part helps to form a 
community. Halliday [1978] calls this idea of context 
- register. He states that there are restraints on 
the types of language a student is allowed to use in a 
classroom situation, but points out that in recent 
years these restraints have become much lessened. He 
explains that restraints are needed to help organize 
the social context of the talk. Due to the 
limitations of a given context or register, it is 
possible for a member of a speech community to make 
predictions about meaning that will aid in the free 
flow of nonritualized conversation. Without these 
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limitations the responder would need a great deal more 
information from the speaker to be able to continue 
the logical flow of the conversation. 
Bateson [1972] calls the cues that help with 
prediction of meaning "context markers." He explains 
that an individual does not respond to the same 
stimulus in the same way in all situations. A person 
is able to understand the difference of one context 
from another as in the case of school versus home or 
the playground. Students understand that different 
school situations use different forms of language. 
Even within peer groups, depending on the task at 
hand, the language context markers will vary. Ceci 
and Liker [1986] agree with Geerts that the human 
brain is dependent upon cultural resources for its 
operation. It is the contextual influences that 
direct how one will view and respond to a given 
stimulus. 
The writing peer group is a special context. It 
does not necessarily use the language of the classroom 
or the language of the locker room, it has a register 
of its own. The feeling of community within the peer 
group is not only important for a sense of security 
and belonging, but it is essential in helping the 
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members develop an understanding of the context of the 
group. When teachers limit the use of peer groups to 
one or two specific aspects of the writing process, 
they are limiting the context of the group. 
Not all students learn in the same way, they do 
not all make sense of the situation in the same 
manner. For each member of a group to gain an 
understanding of the context of the group, there needs 
to be enough variables in the situation for each 
student to come to his or her own comprehension of the 
context. They need to learn how to function as a 
community. Though writing is the central focus of the 
peer group, each member must be aware of how the other 
members work, and of how each thinks and expresses him 
or herself. This process takes time and direction. 
The students need to build a set of rules or norms for 
their specific community under the limitations 
established within the writing class. 
2.5 Storytelling in Peer Groups 
One form of talk common to most groups, including 
peer groups, is storytelling. Goffman [1983] 
discusses the nature of storytelling as having 
specific rules. The listeners have rights and 
responsibilities as does the storyteller-. In 
Goffman's discussion one sees the more formal concept 
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of storytelling, but in Shuman's [1986] study one can 
see the less formal or more conversational aspects of 
it. Shuman points out that even though the action may 
be less formal, it is no less structured. The 
students she studied have developed a specific set of 
rules to control ownership of the story, in addition 
to ways and means for the audience to react to the 
story. A similar procedure is established in a peer 
group. 
However, not all peer groups are the same. The 
ways in which a peer group goes about structuring 
itself may vary even within the same classroom. This 
variation is especially the case in large urban 
schools or in regional junior and senior high schools 
where students come from a cross section of 
communities. Heath [1983] recounts the difficulties 
that both Trackton and Roadville students have upon 
entering school because of the difference in their 
concepts of storytelling. Heath's findings with 
regard to storytelling rights are similar to that of 
Shuman. A community establishes a clear set of rules 
or norms which govern storytelling; however, these 
rules are not universal across all communities. 
Research on storytelling points up an interesting 
problem in peer group structure. When students in a 
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large regional high school come together in a peer 
group, the differences in their community backgrounds 
can create a discrepancy in their ability to 
understand the rules controlling the construction of 
what constitutes acceptable storytelling in that 
school or classroom. This in itself is not an 
insurmountable problem, in fact it probably aids in 
giving the peer group a variety of viewpoints from 
which writing can be discussed. However, it can take 
the group time to construct an atmosphere of mutual 
understanding and a sense of community. The students 
need to learn to comprehend what other members mean 
when giving a response or asking a question and to 
establish rules or norms to aid in their 
understanding. 
2.6 Theoretical Background for the Sociolinguistic 
Analysis of Talk in Peer Groups 
As the peer group members interact they use 
language to build the social community within their 
group. This study is concerned with how the group 
members use language, the relationship of their talk 
to the writing process activities and the redefinition 
of their social identities. To discuss language use 
in peer groups a means of identifying and labeling the 
social use of language is needed. The work of Goffman 
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[1969, 1983] offers a theoretical background upon 
which such identification can be based. 
Goffman views language as being structured by its 
social context; to him it is a situation where meaning 
and structure are based upon use and intent. To 
illustrate this he uses the line "do you have the 
time?" Given the situation or context of its 
delivery, the line could be interpreted as a request 
for the minute and hour of the day. In another 
context it could be a request for assistance from one 
individual to another. As one assumes that the line 
is delivered through oral speech, then if the 
individual were located in a kitchen or grocery, it 
could be interpreted as a request for an herb 
(thyme). Depending on the tone of the delivery the 
line could be interpreted as being a sarcastic retort 
to a rather lazy person who is not making an effort to 
offer assistance. 
Thus, talk or language can be described in terms 
of its social use. Goffman offers many terms to 
describe various examples of the social structure of 
language, but for the purpose of this discussion there 
are five terms which especially exemplify the areas 
included in this study and they will be discussed in 
the next sections. They are abbreviation. 
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open-state-of-talk, frame, self-talk, and response 
cry. 
2.6.1 Abbreviation 
Abbreviation of talk can often be found in 
situations where the individuals share a common 
community understanding such as the family, the work 
place or a peer group. Goffman [1983] sees where 
abbreviation, or greatly reduced syntax, depends to a 
major degree upon the social situation of its use and 
the relationship of the participants. He offers as an 
example Vygotsky's discussion of Dostoyevesky's story 
about the "unprintable word" as told in The Diarv of a 
Writer [1873]. Vygotsky points out that there are two 
major factors of abbreviated speech: one is the shared 
apperception by the persons involved, and the other is 
the ability to convey the idea through inflection. He 
explains that abbreviation or predication is sometimes 
a factor of oral speech but always is found in inner 
speech. He goes on to state that "the factors 
responsible for abbreviation in oral speech are 
inevitably present in inner speech. We know what we 
are thinking about (i.e., we always know the subject 
and the situation) and since the subject of our inner 
dialogue is already known, we may justly apply it" 
[1986, p. 143]. Such abbreviation of speech is often 
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found in the talk of peer groups and is an indication 
that they are developing a shared understanding of 
each others' language use. 
2.6.2 Open-State-of-Talk 
Goffman [1983] identifies an open-state-of-talk as 
being that occurrence in a conversation where there is 
a long pause or break in the flow and then after a 
period of time the conversation is resumed without the 
need for a reopening. A common example of this 
concept can be found in the workplace where two or 
three people have worked together at the same job for 
a long time and have become accustomed to each other. 
They can hold a conversation and work at the same 
time. One person can be telling a story, stop for a 
few minutes to concentrate on his or her work and then 
resume the story without making a contact signal or 
reframing the talk. Goffman suggests that this occurs 
because the individuals have become familiar with one 
another's way of talking and can skip the formalities 
of talk found in situations where the participants are 
not members of a close knit group. 
Hymes [1974] has called such a group a speech 
community because the members have established their 
own way of using and controlling the talk within their 
group. The existence of an open-state-of-talk in a 
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peer group indicates that the members are forming a 
speech community and that they have established rules 
of language use within their group. 
2.6.3 Frame 
Goffman's concept of a frame can best be compared 
to the wide area of one's field of vision, or better 
yet, to the setting of a stage play. The viewer of 
the play sees the full set on the stage of the play, 
though the actor may only be using a portion of it for 
his scene. As Goffman states: 
when the individual speaks, he avails 
himself of certain options and foregoes 
others, operating within a frame space, but 
with any moment's footing uses only some of 
this space. He speaks words . . . directing 
these remarks to some set of others in some 
one of their capacities, and for the moment 
abjures speaking in all the other ways his 
resources would allow. To speak acceptably 
is to stay within the frame space allowed 
one; to speak unacceptably is to take up an 
alignment that falls outside this space 
[1983, p. 230]. 
To establish a storytelling a speaker must use a 
framing so that the listener understands that it is a 
storytelling and how the story fits into the 
conversation taking place. Framings offer both the 
listener and the speaker parameters through which they 




When inner speech is voiced Goffman labels it as 
self-talk. He suggests, for example, that self-talk 
may be a way for the individual to cover up his 
embarrassment at not being able to perform adequately 
what would seem to be a simple task. An adult 
learning to play golf and missing the ball may offer 
the reaction that, ”1 guess that tee is a little off 
center,” or say to himself "David, (the speaker's 
name) you must remember to keep your eye on the ball 
and not the green,” or apologizes with ”1 can't seem 
to get the hang of this new putter.” The purpose of 
such self-talk is social, and not actually directed to 
one's self. The speaker is aware that there are 
others watching him and feels the need to chastise 
himself as a means of letting them know that he is 
aware of his shortcomings. 
Adults do not always need others present to make 
self-talk social in nature. Sometimes just the 
knowledge that if viewed by another the individual 
would have appeared foolish is enough for a person to 
discuss the situation with himself. In addition, 
self-talk can be a means of informing those in one's 
presence about the thought patterns or reasonings of 
one's mind. 
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Cook-Gumperz and Corsaro [cited in Goffman, 1983] 
report that they "have found that children 
consistently provide verbal descriptions of their 
behavior at various points in spontaneous fantasy in 
that it cues other interactants to what is presently 
occurring as well as provides possibilities for 
plugging into and expanding upon the emerging social 
event" [p. 96]. When engaged in an activity where 
observers or other participants are present self-talk 
acts as a means of explanation for actions which might 
be miscomprehended. Children, due to lack of 
self-confidence in their abilities to perform 
difficult tasks, very often do this, but so do 
adults. Examples of this can also be seen in peer 
groups where members may use self-talk to draw 
attention to their activities or to offer explanation 
for an action. 
2.6.5 Response Cry 
Yet another form of self-talk is Goffman's 
"response cry." This is an utterance usually of only 
one or two words in length, not necessarily but quite 
often spoken in the presence of a listener, but still 
an acceptable form of self-talk. (Acceptable in 
respect that it is not a senile babbling or deranged 
utterance.) The response cry is social self-talk in 
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that it is said for a purpose of general 
communication. For example, if one were walking along 
a street and stumbled on a slightly raised section of 
sidewalk, one may audibly respond with "shit," or even 
"god damn crack!" This would be said less in anger at 
one's clumsiness than as a face-saving remark made to 
anyone within hearing. Goffman makes it clear that 
this utterance is not the same as saying "ouch" when 
one stubs one's toe in private. That is just a 
reaction to the event. This response cry is a form of 
self-talk and is meant to be heard. If the sidewalk 
stumbler did so in the presence of children she may 
have cried out "oops, that dumb crack," thus 
demonstrating her awareness of her audience. 
In peer writing groups where the students have the 
opportunity and time to develop a sense of community 
while working together in directing their own group 
activities, one may expect to hear such response 
cries, self-talk and framings as described by Goffman. 
2.7 Norms of Language Use 
Peer groups in the studies by Freedman [1987], 
Clifford [1981], along with those by Gere and Stevens 
[1985] and Gere and Abbott [1985], are very much 
structured by the classroom teacher with regard to 
both what is to be done in the peer group and how it 
59 
is to be accomplished. Bloome [with Puro & Theodorou, 
1989] finds in his study that the teacher and students 
in order to get through a classroom process such as a 
question and answer activity, participate in what he 
labels "procedural display." In this activity, both 
the teacher and the students come to understand the 
procedure and subsequently during class go through the 
act of performing their parts. This same process of 
going through the proper motions may well be what 
Gere, Freedman and the others are observing in the 
teacher-structured and teacher-directed peer groups of 
their studies. Thus, to understand the process of 
community and identity construction within a writing 
peer group the researcher needs to have a means of 
analyzing the social talk of the group as well as the 
more formal teacher directed talk. 
Previous means of analyzing talk in writing peer 
groups will not necessarily work when a researcher is 
observing a group which is student directed. Aspects 
of Gere's [1985] analysis such as those focusing on 
group procedures, processes, writing content would 
still be applicable, but in addition, forms of 
Goffman's analysis are needed to study the more 
conversational and social aspects of the talk 
occurring in the peer group. 
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2.7.1 Communicative Competence 
Gumperz [1986] draws upon the notion of 
communicative competence to explain the need for 
inclusion of the social aspects of language in 
understanding group conversation. He explains that 
“language usage ... is governed by culture, 
subculture and context specific norms which constrain 
both the choice and communicative options and the 
interpretations of what is said" [p. 53]. Though 
Gumperz is interested in the instructional aspects of 
talk in the classroom and goes on to discuss 
teacher-student interactions, the same theoretical 
frame can be used in considering the talk among 
students in the peer group. Gumperz explains that the 
norms of talk are situation specific or contextualized 
in the classroom as they relate to the instructional 
activity occurring; however, this is also true of peer 
talk within a writing group. 
Gumperz [1982] explains that both verbal and 
nonverbal (prosodic) cues exist to help the 
participants in conversation understand the speech 
activities in which they are involved. With time 
these signaling cues become established within the 
group and are more formalized as norms. He points out 
that these norms are standardized only for the group 
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in which they have been developed, and that they have 
meaning and reference only to the group members and 
only in the context of the situation where they have 
been created. In other words, members of a writing 
peer group could be expected over a period of time to 
develop a set of norms of conversation to help them 
deal with reoccurring situations connected to the 
tasks being undertaken in their writing group. The 
significance of these norms of conversational 
interaction to an ethnographic researcher is that they 
are developed by the group members to help with 
specific situations connected to instructional 
activities. Thus, to understand the talk within the 
group, one must understand the context specific norms 
developed by the group as part of their interactive 
activities (in this case dealing with the writing 
process). 
2.7.2 Sociolinguistic Coding System 
Green and Wallat [1981] offer a means of recording 
and analyzing student talk in the form of 
conversational mapping and charting. Their concern is 
with the instructional activities in the classroom and 
as such they look at teacher-student interactions. 
However, their system can also be utilized to observe 
and graphically illustrate the conversation within a 
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peer group. Of special interest is the coding or 
charting system offered by Green and Wallat which 
helps to categorize message units by type and intent. 
They stress the "ad hoc" nature of their system, 
explaining that the researcher can not start to 
understand a statement or message unit until it is 
complete and observable in the context of the larger 
conversation. Gumperz [1986] would agree, but in 
citing Hymes, suggests that to really understand a 
statement it must be considered in light of patterns 
observed over an extended period of time. 
2.8 Summary 
Early research into the use of peer groups as part 
of the writing process identified the importance of 
talk as a central aspect of the activity of the 
group. However, the talk that was observed in these 
studies was for the most part very much teacher 
controlled and directed. Later studies identified 
some phatic or social talk in the peer groups but 
failed to draw the connection between it and the 
writing process. However, most theorists and some 
practitioners believed the talk in peer groups to be 
important in the development of a sense of community 
within the group. 
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Sociolinguistic theory offers a means of 
understanding the function of the talk within a 
writing peer group and suggests a method of analysis. 
This current study utilizes that theory and builds 
upon the work done by previous research into 
composition peer groups by looking at the talk of the 
group during writing process activities. However, the 
study is influenced by sociolinguistic theory in that 
the talk of the peer group is considered to have both 
academic and social intent. Thus, the goal of the 
study is to attempt to describe the interaction 
between the socialization talk and the writing process 
within the peer group. 
The work of sociolinguists such as Hymes [1974] 
and Goffman [1983] suggests that specific norms of 
language use exist within speech communities such as 
peer groups; thus, this study has been undertaken to 
attempt to identify such norms within a peer writing 





This chapter is concerned with data collection and 
analysis. First, the setting and the subjects are 
discussed. Second, the collection and organization of 
the data are covered. Finally, the method of analysis 
is discussed and a detailed description of the system 
of conversational coding is given. 
In brief, the data consist primarily of recorded 
conversations of a high school writing peer group. 
The analysis of the data is accomplished through the 
use of coding charts which identify various aspects 
and trends in the group's conversation. 
3.2 The Setting 
The setting for the study is a vocational high 
school in western Massachusetts. 
3.2.1 The Community 
The school is located in the county seat, a 
college town with some light industry and outlying 
agricultural areas. The school serves thirty one 
communities which vary from small villages and farm 
communities, to trendy communities of higher 
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education, and to provincial factory towns. The 
population of the county is predominately white, 
drawing from four major European ethnic backgrounds: 
English, Irish, Polish and French. The minority 
population is made up mostly of Hispanics of Puerto 
Rician background, with a small number of 
African-Americans. 
Though the school is held in high regard by the 
community, it is considered a place where one sends 
students who cannot succeed in the academic high 
schools. Its purpose is to train skilled labor for 
the service jobs needed by the community, and based 
upon job placement records and five-year post 
graduation questionnaires, it does its job well. 
3.2.2 The School 
The school has a high faculty to student ratio 
(1-7) and stresses a hands-on style of learning. The 
major emphasis is on trade education, with the shop 
classes representing 50% of the student's time at 
school. The remainder of the student's time is 
divided equally between classes taught by trade 
teachers in trade-related subjects, and those in basic 
academic subjects taught by subject area teachers 
(i.e., English, U.S. history, mathematics, general 
science). 
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There are four grade levels in the school (9-12) 
and the students are either grouped by trade areas or 
by subject ability level. There are seventeen trade 
areas taught at the school, with each one having 
approximately thirty students. The trade departments 
are housed in their individual shops and have attached 
classrooms for related classes. The physical 
isolation of the various trades from each other 
affects the construction of identity on the part of 
both students and faculty, making the connection to 
the trade or department stronger than to that of the 
school as a whole. The only times that students from 
one trade department mingle with students from other 
departments are at lunch and in academic classes. 
However, even in academic classes, the ability 
grouping presents an isolating factor and creates an 
additional level of separation. 
3.2.3 The Student Population 
The students come from thirty one towns spread 
across two counties. For many there is a long commute 
by school bus each morning and afternoon. The 
decision to leave their local school systems and 
attend a vocational high school is made for various 
reasons, but certain social and economic factors can 
be identified. A prime factor affecting the decision 
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is based upon where the student lives. If he or she 
is from the county seat where the school is located, 
the tuition to the school is free and the system tends 
to use the school as a dumping ground for students 
with discipline and learning problems. For students 
from the thirty other towns the situation can be just 
the opposite. The other communities are charged a 
.tuition which is often twice what it would cost to 
educate the student in his or her home town school 
system. Therefore, in many towns there is a great 
deal of competition among students who wish to attend 
the vocational school for the few positions the town 
can afford. At least half of the students from the 
tuition paying towns are children or relatives of 
graduates of the vocational school. 
The social and economic factors discussed above 
make for a student population which is roughly divided 
into three categories. The first category is made up 
of students from the county seat who for the most part 
have problems in school and are from lower 
socioeconomic backgrounds. Their parents are not 
usually graduates of the vocational school, and based 
upon information from the free lunch program, more 
than half of the households are on some form of 
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welfare assistance. All of the school's minority 
students are from the county seat. 
The second category consists of students from the 
tuition paying towns who have parents or relatives who 
attended the vocational school and who work either in 
the trades or on farms. For the most part these 
students attend the vocational school because they 
consider it to be the best education for them. The 
third category also consists of students from the 
tuition paying towns, but they are attending the 
vocational school for various reasons which are 
different from the students in the second category. 
This third group of students contains those with 
special needs, along with many who have become 
educational problems in their home town schools. It 
is less expensive for the communities to pay the 
vocational school tuition than it is to set up 
individual programs in their own community for these 
students. In many cases the parents have selected the 
vocational school because it offers a practical 
education and seems less stigmatizing than a special 
needs school would be. The socioeconomic background 
of the parents in this third category varies from 
lower class to upper middle class. 
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Whatever reason they may have for attending the 
vocational school, all of the students have in common 
the separation from their local community high 
school- In addition, this separation is heightened by 
the division of the school into seventeen little 
communities or trade departments. However, this 
division also tends to give the student a sense of 
belonging. The belonging is not always positive in 
that it gives the student a trade identity (e.g., 
plumber, electrician, machinist) but lessens the 
student's overall identity with the school as a larger 
community. This lack of school identity, as well as 
the regional nature of the school, also works to limit 
participation on the part of most of the students in 
sports or other extracurricular activities. 
In summary, the students attending the vocational 
school feel different from students attending local 
academic high schools. In some cases they are proud 
of the difference and in other cases they are 
embarrassed by it. In actuality there is probably 
very little difference between these students and any 
others, it is only that there exists an additional 
layer of social class distinction by their being 
labeled as going to a trade school. In fact, they 
face all the problems that adolescents face every day 
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as they deal with family, community and the process of 
maturing. 
3.2.4 The Class 
The class studied was an English class. The study 
took place over three years using the same class of 
students as they progressed from tenth through twelfth 
grade. During the first year, the study class was in 
tenth grade writing (a required subject). The second 
year they took an eleventh grade elective called 
writing workshop in creative fiction. The third year 
the class continued into a twelfth grade extension of 
the eleventh grade workshop. 
As the teacher/researcher, I was the sole 
instructor for the tenth grade English class. In the 
eleventh and twelfth grade workshops I taught half of 
each year while a teaching intern from a nearby 
university taught the remainder of the eleventh grade, 
and another teaching intern taught the remainder of 
the twelfth grade. Both interns were in their 
thirties and had been trained in the same 
instructional method as I had been. For all three 
years the class had an average enrollment of twenty 
students. The ratio of male to female students was 
two to one which also reflects the school-wide ratio. 
The division of male students was evenly distributed 
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over five trade departments: machine, plumbing, 
electrical, data processing, and electronics. The 
female students were equally divided between two 
departments: health occupations and data processing. 
These six departments are considered to be among the 
most technically based of the seventeen trade areas. 
As the instructor of the course, my philosophy was to 
allow the students to form into peer writing groups of 
their own choice, with the only requirement being that 
the twenty students in the class should form five 
groups of no more than four members each. 
The class was taught using peer writing groups of 
three or four students each. The peer groups sat at 
hexagon tables and both the tables and groups were 
selected by the students. The class met once a day 
(for periods of forty-two minutes in length) for five 
days a week on an every other week schedule (a total 
of 45 class periods per semester or 90 periods per 
year). 
3.2.5 The Course Structure 
The course was structured as a writing workshop 
drawing upon some of the ideas of Atwell [1987], 
Calkins [1986], and Graves [1983]. The teacher 
described and defined the task at the start of each 
unit and then the students took control of the process 
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for completion of the task. The units were structured 
so that the end result would be a twenty five to 
thirty page piece of writing produced by each 
student. A unit usually lasted for half a semester 
(22 classes). 
For the majority of the unit the teacher was a 
supervisor and reference resource for the students, 
while the responsibility for helping each student to 
accomplish his or her piece of writing rested with the 
peer group. Due to the physical structure of the 
room, with the students sitting at tables, a teacher 
lecture was difficult to do, and usually tended to 
consist of three or four minutes at the start of the 
class, if at all. The students kept their work 
organized in writing folders, and each group was 
responsible for storage and maintenance of their 
folders and supplies. 
3.3 The Sub.iects 
The subjects for the study were four teenage 
males. They came from four different towns served by 
the school, and represented three of the vocational 
trade departments. For the purpose of anonymity they 
have been identified by the nicknames they used in the 
peer group. The study started in the second semester 
of the students' tenth grade. The four original 
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members of the peer group joined together not so much 
out of friendship, as from the fact that they did not 
seem to be wanted by any of the other groups, or did 
not want to be part of any of the other groups. 
One of the four original members. Brains, was 
absent a great deal of the time and dropped out of 
school half way through the first semester of the 
study (second semester of his sophomore year). Any 
tapes including Brains were not used for 
micro-analysis, but were looked at for information 
about the organization of the group and background of 
the members. 
The remaining three group members, Jock, Cubby and 
Boogie, were joined by Birdy in the second semester of 
the study (the first semester of the eleventh grade). 
This is the group which appears on the transcripts 
used for data analysis. The following is a discussion 
about each of the members of the group. 
3.3.1 Jock 
Jock as his nickname implies was an athlete. He 
played soccer and baseball and was good at both. At 
the start of the study he was fifteen and a half years 
old. Academically he was an average student who was 
not as interested in academic subjects as he was in 
his trade area of plumbing. He lived in a small town 
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which is a bedroom community for a larger 
commercial/industrial city. His father was the chief 
of police in his community. He supervised a force of 
three other police officers. At the time of the study 
Jock's family consisted of him, his father, his 
stepmother, a sister, a stepbrother and two 
stepsisters still living at home. Both parents had 
high school educations and worked outside the home. 
The family, by local standards, was considered lower 
middle class. 
Jock was very popular with most students, but his 
friendships were limited because of the time he spent 
in sports and on a part time job. Jock's personality 
was out going and very exuberant, he was very 
competitive, enjoyed people and having a good time. 
3.3.2 Boogie 
Boogie was also a student in the plumbing 
department. He had known Jock for a year when they 
became members of the writing peer group; however, 
they were only acquaintances because Boogie was not 
interested in sports and lived a great distance away. 
He came from a very small town in the Berkshire Hills 
where the majority of people either work at farming or 
commute thirty miles to one of three cities for 
factory jobs. He was sixteen at the start of the 
75 
study. His family was in the process of divorce and 
he lived alternatively with his mother and her male 
friend, or with his father and his female friend. 
Other older siblings had already left home. Both 
parents did not complete high school. The father was 
a truck driver and the mother worked in service type 
jobs 
Boogie was a quiet boy who gave the impression in 
school of being very hard working; however, outside of 
school he had a wild streak which could occasionally 
get him into trouble. Boogie was very popular with 
the girls; however, with most of the boys he was very 
quiet and removed. 
3.3.3 Cubby 
Cubby, only fifteen at the start of the study, was 
the youngest member of the peer group. He was from a 
small town next to Jock's which is a similar bedroom 
community. His trade area was electrical. His mother 
and father both worked in skilled labor jobs. His 
mother and father both had educational training beyond 
high school though they had not earned degrees. His 
only sibling is an older sister who also attended the 
vocational school and had been an exceptional 
student. The family lived very comfortably and by 
local standards would be called middle class. 
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Cubby was the most immature of the students in the 
group and also the most naive. As his nickname 
implies, he was viewed by the other members as the 
mascot of the group. He desired very much to be 
popular, and in so doing often alienated other 
students; however, his good nature usually acted as a 
means of reentry to the society of his peers. 
3.3.4 Birdv 
Birdy joined the group one semester after the 
start of the study. He was sixteen at the time. He 
was from a factory town located between the school and 
Jock's home town. His family consisted of his mother 
and stepfather, along with one sister, two brothers, 
two stepsisters and one stepbrother. The family 
operated a small restaurant where he worked after 
school. Both parents are high school graduates. By 
local standards the family would be considered lower 
middle class. 
Before entering the study class he had been in 
another academic group, but due to a serious accident 
over the summer vacation which caused him emotional 
trauma, it was decided to give him a new start in a 
new class. He was studying to be a machinist, a trade 
area which had only one other member in the writing 
class. He felt like an outsider, and because all the 
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other peer groups in the class already had four 
members, he joined Cubby, Jock and Boogie. 
3.4 The Data Collection 
The data for the study was collected over a three 
year period (five semesters) and follows one peer 
writing group of four teenage males through their 
tenth, eleventh and twelfth grade writing workshops. 
3.4.1 Parameters of the Data Collection 
Once the peer groups were formed I explained the 
research project to the students and asked their 
permission to record the conversation of the various 
groups. In four of the five groups there was one 
member each who refused to be recorded (one male and 
three females). Two of the female students and the 
one male refused on religious grounds. They came from 
very conservative families and were afraid of the 
reaction of their parents who insisted that they hear 
all the tapes after recording. The other female 
student was extremely shy, and though she did not 
outright object to the recording, it was felt by me 
that the process would interfere with her performance 
in class. The remaining group of four boys (Jock, 
Brains, Cubby and Boogie) thought that it would be fun 
to be recorded, and seemed pleased with the extra 
attention they were being shown. 
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At the end of the first semester of data 
collection, the three remaining members of the study 
peer group chose to elect my eleventh grade writing 
workshop class and were joined by Birdy. They all 
agreed to continue being recorded, so the study went 
on through two more semesters. Again at the end of 
that year, the four students opted to continue into 
the twelfth grade writing workshop, thus making the 
study a five semester project. 
Throughout the course of the study the members of 
the peer group were given access to the audio and 
video tapes whenever they asked to review them. For 
the first few weeks of the study they listened to 
every tape, but after a short time they seemed to lose 
interest in them. However, they did view all the 
video tapes which were made in the fourth semester of 
the study. In addition, when one of them was absent, 
he might occasionally at the urging of the others, ask 
to hear a tape of a group conversation which his mates 
thought was especially interesting. 
Near the end of each semester, the group members 
would meet with me as the researcher to discuss the 
students' reactions to the classes, tapes, 
discussions, and their writings. This process was 
helpful in confirming or discrediting suppositions 
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made by me in my field notes which in many cases were 
very sparse and sometimes illegible due to my being 
simultaneously occupied as the instructor of the 
class. 
3.4.2 Role of the Researcher 
The group's awareness of the presence of the tape 
recorder raised a possible concern about the validity 
of the data as an honest representation of their 
actual social talk. However, it appeared that though 
they never forgot its presence on their table, the 
recorder was not a factor in what they said during 
their conversations. At the start of the study it 
was explained to the group members that as the 
teacher/researcher I would play two separate roles, 
and that what they said on the tape recorder during 
their workshop time would have no effect on me as the 
teacher and my view of them as students. Though they 
had known me for two previous semesters in other 
classes, they still were unsure of my ability to keep 
the two roles separate. At first there was much talk 
in the group in an attempt to generate a reaction from 
me as the teacher, but it met with no success. 
Probably not by plan. Boogie made what became the 
ultimate test. He had been having a difficult time in 
his home life and had started to have a drink or two 
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of alcohol before school. One day, on the tape, he 
was heard to tell the others that he had a pint bottle 
in his coat pocket. He took it out and showed it to 
them. They joked with him and dared him to take a 
drink when I was not watching, which he did. They 
were aware that as the researcher I listened to the 
tapes after each class, so the next day they were 
especially curious to see if I said anything to them 
about the incident. 
I said nothing about the bottle at the time, and 
they let it pass. However, during a later meeting 
with me in my role as researcher, Cubby asked if I had 
heard the tape on which Boogie had the bottle in 
class. When I affirmed that I had heard it, they all 
told me that it was the incident that made them 
believe that I would really keep my two roles of 
teacher and researcher separate. They were quite 
aware that a tape recording of Boogie drinking in 
school would probably get him either suspended or 
expelled, and trusted me as a researcher to keep it 
confidential. I explained to them that if I had 
actually seen him with the bottle in class. Boogie 
would have been disciplined; however, what appeared on 
the tape after the fact was just between me as the 
researcher and them as the study group. 
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3.5 The Collection Process 
Data collection consisted of tape recording the 
group at their work table, making field note entries 
during class when possible, listening to the audio 
tapes soon after recording and making additional 
notes, taking video recordings of special group 
projects, doing interviews with the peer group and the 
two university teaching interns, and collecting 
samples of the writing of the peer group members. 
3.5.1 Audio Tape Recording 
The tape recorder was placed in the center of the 
hexagon table where the group members did their work. 
The original intention had been to place the tape 
recorder off to one side of the group area on another 
piece of furniture; however, two problems occurred 
which necessitated moving the tape recorder to the 
center of the group's work table. The major problem 
was the poor pick-up of the voices of the group 
members. Two of the boys had very soft voices when 
they spoke about anything personal or slightly 
illegal, and this talk was lost when the tape recorder 
was outside the group center. In addition, placement 
of the tape recorder outside of the group allowed for 
too much interference from the talk at other tables in 
the room. 
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3.5.2 Video Tape Recording 
Difficulty with logistics limited the amount of 
video taping which could be done in the classroom. 
Camera placement in a way that would be unobtrusive 
and still pick up the full group at their table also 
tended to include other students in the class for whom 
permission to record was unavailable. Therefore, 
video taping was done only in special cases where the 
writing project being done in class called for it. 
One such unit was the writing and recording of parts 
of a television show by the class, and another was a 
game of table hackey-sack improvised by the study 
group members with video taped instructions and 
demonstration. 
3.5.3 Field Notes 
Due to the complications presented by the teacher 
also being the researcher, field notes were difficult 
to take during the class period. The sketchy notes 
which were possible were augmented by additional notes 
made after the class and during the initial listening 
to the tapes. 
3.5.4 Interviews 
Depending on the locale for the interviews, some 
were audio taped and others were taken down in notes. 
During the two semesters when the class was taught by 
83 
the university teaching interns, weekly conferences 
were held between me as the teacher/researcher and the 
intern with notes being made of our discussions. An 
audio tape was made of the final hour long interview 
with each of the two teaching interns. During these 
interviews the teaching interns discussed their 
observations and viewpoints on the interaction of the 
peer groups with the writing task. 
As well as monthly informal discussions, a forty 
minute audio-taped interview was made with the peer 
group members at the end of each year of the study. 
They were asked open ended questions about the 
activities and structure of their group, with the 
discussion taking the form of a round table 
conversation in which the teacher/researcher was a 
participant. 
3.5.5 Student Writing Samples 
Contents of the writing folders of the peer group 
members were collected. The folders contained notes, 
outlines, drafts and finished copies of their written 
work. An unfortunate omission on the part of the 
teacher/researcher was not having each piece of 
writing dated to identify during which class period it 
was done; however, some samples are identifiable due 
to references made by the students on the audio tapes. 
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3.5.6 Tape Selection Process 
Not all of the tapes recorded were considered 
useful for the purposes of the study. A great many 
tapes were eliminated due to background noise from the 
other students in the room, while others were dropped 
because of the poor quality of the recording. In the 
end it was decided that the tapes most likely to 
contain lengthy examples of storytelling, 
brainstorming and feedback were those that recorded 
the peer group either at the start or end of a writing 
unit. As most writing units tended to be eighteen to 
twenty-two class periods in length, usually the first 
three and the last three class periods of the unit 
were selected for transcription. 
For a detailed listing of the tapes selected for 
transcription and analysis see Table 3.1. 
3.5.7 Rationale for Tape Selection 
The rationale for selecting the five tapes for 
in-depth analysis was based both upon the writing 
activity taking place during the class, and the social 
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Table 3.1 
Tapes selected for transcription. 
The following is a list of the tapes selected to 
form the corpus of the data: 
Spring 1988 (10th grade, 2nd semester) 
3 class hours, first week of January, 
start: sci-fi space story #1 
3 class hours, third week of January, 
end: sci-fi space story #1 
3 class hours, fourth week of March, 
start: horror story 
4 class hours, first week of April 
end: horror story 
Fall 1988 (11th grade, 1st semester) 
2 class hours, second week of September, 
start: murder mystery 
3 class hours, last week of October, 
end: murder mystery 
3 class hours, second week of November, 
start: haunted house story 
Spring 1989 (11th grade, 2nd semester) 
3 class hours, second week of January, 
end: haunted house story 
3 class hours, last week of February, 
start: Western story 
Fall 1989 (12th grade, first semester) 
3 class hours, third week of September, 
start: World War II story 
3 class hours, second week of November, 
start: game rules & directions 
Video tapes made in Fall 1989 
2 class hours, last week of November 1989, 
video game rules & directions 
3 class hours, third week of December 1989, 
video advertisements 
Of the above tapes, five were selected for 
detailed analysis: 
March 24, 1988 (10th grade, 2nd semester) 
April 7, 1988 (10th grade, 2nd semester) 
October 25, 1988 (11th grade, 1st semester) 
February 27, 1989 (11th grade, 2nd semester) 
February 28, 1989 (11th grade, 2nd semester) 
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situation within the group at the time. After 
listening to all the tapes in the corpus of data it 
was noted that brainstorming and feedback tended to 
create the most discussion about the writing task. 
Tapes including these areas were most often to be 
found at the start or end of a writing unit. In 
addition it was noted that the most active social 
interaction also occurred at such times; thus, most 
attention was paid to indexing and transcribing tapes 
from the start and end of writing units. 
The first two tapes (3/24/88 and 4/7/88) are from 
the beginning and end of a writing unit and were made 
when Cubby, Jock and Boogie were present, but after 
Brains (a fourth member of the original peer group) 
had left school. The third tape (10/25/88) was 
selected because of its similarity in writing activity 
to the second tape (4/7/88), and because Birdy had 
been added to the group. The fourth (2/27/89) and 
fifth (2/28/89) tapes were recorded during classes 
which were taught by one of the university teaching 
interns and were both at the start of a new writing 
unit with writing activities similar to those on tape 
one. The combination of these five tapes offers the 
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opportunity to observe and analyze the conversation of 
the group while they are involved in both 
brainstorming and feedback activities and also where 
there is some storytelling occurring. 
3.6 Analysis? of the Data 
The analysis of the tapes was done at three 
levels: level-one, transcript indexing; level-two, 
sociolinguistic coding (mid-level analysis); 
level-three, positioning coding (micro-analysis). The 
process of conversation analysis as discussed by Green 
and Wallat [1981] served as the basis for this 
analysis of peer group social positioning. Due to the 
nature of the subject (i.e., a peer group) under 
analysis variations on the process used by Green and 
Wallat were necessary and will be explained in the 
discussion of each stage. 
3.6.1 Transcript Indexing 
The first level in the analysis was the indexing 
of the transcripts. In this process the conversations 
were segmented into speech utterances, speech acts, 
and speech events; as well as being divided into 
columns identifying storytelling, task-talk and other. 
3.6.1.1 Speech Situation 
Hymes regards a speech situation as a social 
“situation associated with (or marked by the absence 
88 
of) speech" [1974, p.51], and offers examples such as 
a fight, lovemaking or a meal. Using Hymes' 
definition, the conducting of a class in a school room 
can be called a speech situation in that it is a 
specific situation associated with speech; however, a 
further narrowing of the definition is needed for this 
study. Thus, a speech situation is here defined as 
the activity within the peer writing group during 
peer-centered writing time. 
3.6.1.2 Speech Event . 
Within the speech situation the talk is segmented 
into speech events. By Hymes' definition "the term 
speech event is restricted to activities, or aspects 
of activities, that are directly governed by rules or 
norms for the use of speech" [1974, p. 52]. In this 
study the speech events under consideration are 
storytellings and talking about the writing task 
(i.e., task-talk). 
The transcripts are divided into three columns 
labeled: task talk, storytelling, and other. Figure 
3.1 is an example of a transcript so labeled. 
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she goes "well we 
should see each 
other sometime 
we should get to 
know each other 
a lot better" 
and he goes "OK OK" 
and she comes over 
and she gets all 
excited cause she 
sees him (fades off) 
Yah 




gonna be about? 







No (he sounds 
perturbed) 
Figure 3.1 
Example of an indexed transcript 
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The initial talk in this example (line 212-218) is 
the end of a storytelling by Cubby, and is indicated 
as such by being placed under column two 
(storytelling). In lines 219-229 the conversation 
changes to talk about the writing -task being done, and 
thus is placed in column one (task talk). 
3.6.1.3 Speech Act 
Hymes [1974] describes the speech act as the 
minimal sub-part of the speech event. It is not 
necessarily a complete sentence, but in some cases may 
be a paragraph. In this study peer-group writing time 
is the speech situation, the storytelling (or. 
task-talk) done in the peer group is the speech event, 
and a joke within, or as reaction to, the story is a 
speech act. Figure 3.2 is an example of speech acts 
within a storytelling. 
This example is initiated by a speech act which 
functions as an introduction to a storytelling by 
Cubby (line 29-41). It is followed by another speech 
act (line 42-45) which continues the same story in 
more detail. Then Jock interrupts with a response in 
the form of a question (line 46-48) which becomes the 
next speech act. After that Cubby resumes the 
storytelling. 
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29 C Oh man 
30 C Gee 
31 C Ah 
32 C My Dad 
33 C like 
34 C for extra work 
35 C he use ta dig graves 
36 C When he was a kid 
37 C Like 
38 C dig em for when people died 
39 C Like 
40 C he hadda go out with a shovel 
41 C and dig em all up 
42 C Well 
43 C he said 
44 C they were buryin" somebody next 
to a great grandfather 
45 C or somethin" like that 
46 J Whose great grandfather? 
47 C I don"t know 
48 C It was a long time ago 
49 C Anyway 
50 C they didn't have those cement things 
Figure 3.2 
Example of a speech act. 
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Though a speech act may appear to be identifiable 
as a grammatical form, it is not necessarily the 
case. The speech act may be in the form of a 
grammatical question/answer as in line 46-48 of the 
above example, but the purpose of the act on Jock's 
part was to give feedback to Cubby and to assure 
continuance of the storytelling. This aspect of the 
speech act will be further discussed in the next 
section on sociolinguistic coding (section 3.6.2). 
3.6.1.4 Speech Utterance 
The conversation of the peer group in the 
transcripts is broken down into one last level, that 
of the speech utterance. This is done by using a 
method developed by Michaels [1986] which is a 
simplified version of a method used by Gumperz and his 
associates. It breaks the speech acts down into 
intonational phrases using prosodic and paralinguistic 
cues such as pauses ( • • ), shifts in pitch register (L 
= up, j- = down), speech rate (acc = faster, ret = 
slower) and location of stressed syllables (he&vy, 
dfide). Figure 3.3 is an example of the division of a 
transcription into speech utterances. 
93 
In lines 225-227 the same utterance serves three 
different language uses. The first utterance of ”a 
western" indicates a question, the second utterance of 
the phrase by Jock is a response as well as a 
question, with the third utterance by Cubby being a 
response to Jock's question and (as indicated by an 
"post hoc" analysis of the transcript) it is also a 
slur at Boogie's story and his position of writer in 
the group. This will be discussed in the position 
coding section of the analysis. Thus, it is the 
speech utterance which acts as the basic unit for the 
sociolinguistic coding in the study. 
3.6.2 Sociolinguistic Coding 
The second and third levels in the analysis draw 
upon a system developed by Green and Wallet [1981] 
using coding charts to identify various aspects of 
discourse. Level-two of the descriptive analysis of 
peer group conversation uses a coding system with 
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213 C He goes/ 
214 C (acc) she goes L- "well we should see each other 
sometime/ 
215 C L we should get to know each other a lot 
better"/ 
216 C and he goes r(- "OK OK"/ 
217 C and she comes over/ 
218 C and she gets all excited cause she sees him/ 
(fades off) 
219 J Yah/ 
220 J Ah •• god damn/ 
221 J L I gotta write this// 
222 C What's it gonna be about?// 
(Jock continues to write) 
223 J Uh/ 
224 J What?// 
225 C A western?// 
226 J A western?// 
227 C A western/ 
228 C (laughs)// 
229 J No// (he sounds perturbed) 
Figure 3.3 
Example of a speech utterance analysis. 
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sociolinguistic terms taken from Goffman [1983]. 
Figure 3.4 is an example of the chart for a small 
section of transcript analysis. 
The following discussion defines the use of the 
coding chart and the headings at the top of each 
column. Also to be noted in Figure 3.4 are the 
patterns formed by storytelling (lines 945-957, 
968-975) and task talk (lines 958-967). 
3.6.2.1 Speech-Act 
The numbers at the left correspond to the numbers 
identifying the separate speech utterances on the 
transcript. The spaces between the numbers indicate 
the divisions of the transcript into speech acts. 
3.6.2.2 Sneaker 
The four students in the peer group are identified 
by their nicknames. Birdy's name appears on all 
charts though he is not present in earlier 
transcripts. 
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941 C Birdy 
942 A Hangin' and bangin' 
943 A that's something Cubby 
knows nothin' about 
944 A (laughs) 
945 J (reads) I PUT ON THE 
SUIT OF ARMOR 
946 J AND THEY DIDN'T NOTICE 
ME 
947 J BECAUSE THEY WERE 
PRE-OCCUPIED 
948 J I LIFTED MY SPEAR HIGH 
ABOVE MY HEAD 
949 J (laughs) 
950 J I LOOKED DOWN 
951 J TO THE 
952 J I LOOKED DOWN ON THE 
TWO LOVERS 
953 J AND I NOTICED THAT 
954 J THAT PHYLLIS WAS 
UNDERNEATH PATRICK 
955 J AND SHE NOTICED ME 
956 J AND SHE LET OUT 
957 J A STIFFENING SCREAM 
956 C a stiffening scream? 
959 C (laughs) 
960 A It doesn't say that 
961 J (to Boogie) What does 
It say 
962 B It say 
963 B (reads) AND SHE NOTICED 
ME 
964 B AND LET OUT A DEAFENING 
SCREAM 
965 A (to Jock) Read the 
words! 
966 A You piece of shit 
967 J Yah 
968 J (reads) THAT WOULD WAKE 
THE DEAD 
969 J AS SHE SCREAMED 
970 J IT STOPPED DEAD 
971 J AS I PLUNGED THE SPEAR 
INTO PATRICK'S BACK 
972 J THROUGH HIS BODY 
973 J AND INTO PHYLLIS' BODY 
974 J RIGHT THROUGH THE BED 
975 J INTO THE FLOOR 
976 J Pretty powerful 
977 J Birdy 
978 C What movie did ya see 
that in 
979 B Yah 
980 B I saw that movie 
981 B too 
982 J Yah 
983 J I seen that 
984 J that was Friday the 
13th 
985 J wasn't it 
986 J Yah 
987 J it was 
988 J Yah 
989 J it was 
990 A No 
991 A No 
992 A I 
993 J Yah 
994 J you shouldn't be taking 
things from other 
movies 
995 J Here (passes paper) 
996 A After I wrote it 
997 A I realized what it was 
from 
998 J Yah 
999 A Yah 
1000 J Yah 
1001 T No 
1002 T that happens a lot 
1003 A Yah 
1004 A I 
1005 A like 
1006 A wrote it 
1007 A then I realized 
1008 A that I saw it 
somewhere 
1009 A that's why 
1010 C I hear that a class 
was plagerizing 
somewhere 
1011 C and almost the whole 
class got F's 
1012 B No shit 
1013 B man 
(End of class) 
Continued, next page. 
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3.6.2.3 Sociolinguistic Descriptors 
The sociolinguistic descriptors have been 
subdivided into seven categories: (1) openings, 
(2) addressings, (3) statements, (4) questions, 
(5) responses, (6) place holders, and 
(7) breaks/closings. 
(1) Openings include contact, framing and 
open-state-of-talk. A contact signal may be a noise 
such as "ah" or "oh," or it can be a word such as 
"right" or "so" as in the sentence "Right, this is the 
way we are to ..." A frame usually indicates the 
opening of a storytelling, but can also be used to set 
up a specific type of statement or response such as a 
joke or boast. "Yesterday, my dad and I were..." is 
an example of a framing. An open-state-of-talk occurs 
when a speaker has been interrupted by another 
conversation or a long period of silence, and then he 
or she picks up the thread of his or her own 
conversation without the need of a contact signal or a 
framing. Goffman [1983] believes that this indicates 
the formation of a tight community because 
open-states-of-talk exist most often in situations 
such as families or with co-workers who are 
comfortable with one another. 
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(2) Addressing is used either as an opening or as 
clarification of to whom the speaker is directing his 
or her words. In this particular study the use of 
addressing often indicates that the speaker is 
positioning, and is drawing the attention of the other 
group members as in lines 123 and 142 of the following 
examples. 
120 J Let me see that 
121 A (laughs) 
122 J Holy shit 
123 J Birdy 
124 J that's a pretty fuckin' sad one 
or 
142 A Cubby 
143 A how do you know what tits look like 
144 C Dirty magazines 
145 A (laughs) 
146 A That's what I thought 
(3) Statements are declarations of the speaker's 
views, ideas, thoughts, and opinions. The extender 
indicates that the speaker is elaborating on the 
original statement. 
(4) Questions are requests for information, 
assistance, or they may be rhetorical in nature. In 
some studies a question may be viewed as being a 
subset of the statement, but here it has been given a 
separate category. An extender indicates that the 
speaker is elaborating on the question. 
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(5) Responses have been divided into three parts: 
a straight response, a question response, a cried 
response. An initial response is made in reply to a 
question or as a return or reaction to a statement. 
An extender indicates that the speaker is elaborating 
on the response. Often the speaker responds to a 
statement or question with a question in return. When 
the speaker elaborates on the response question an 
extender is indicated. The response cry can be in the 
form of a word (or phrase) or only a sound. "Gee,” 
"shit," "a ha," or "what a jerk" are examples of 
response cries. 
(6) Place holders are used to keep control of the 
conversation while the speaker organizes his or her 
thoughts. They are usually sounds such as "ah" or 
"urn" but can also be words such as "like" or "well." 
Often a place holder is indicated by a repetition of a 
word or a phrase while the speaker thinks or makes a 
correction. 
(7) Breaks or closings indicate the end or turning 
over of control of a conversation. Closings have been 
divided into three types: frame break, turn-over, and 
shut-down. A frame break indicates a stop in the flow 
of conversation to offer the listener an opportunity 
to respond, but also means that the speaker has the 
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intention of continuing with his or her statement or 
storytelling. A turn-over signal indicates that the 
speaker is finished and that someone else can take 
over control of the conversation. A shut-down signals 
the ending of talk. 
3.6.2.4 Post-hoc Aspects 
The labeling or coding of these aspects of talk is 
a "post hoc" activity in that the researcher must be 
aware of the next lines in the conversation, as well 
as where the conversation fits in the overall 
discussion, to be able to assess the preceding ones. 
In addition this system of identifying the aspect of 
conversation is sociolinguistic in nature due to its 
dependence on the intent of the speaker as well as the 
context of the situation. As Goffman [1981] points 
out, the line "Do you have the time?" can mean 
different things in different situations. It could be 
a request for the hour, or the asking of assistance, 
depending on the situation under which the line is 
spoken. 
In addition to the sociolinguistic descriptors, 
the level-two coding chart includes sections for 
classifying various aspects of storytelling and 
task-talk, both of which are identified on the 
transcript indexing of level-one analysis. The 
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sociolinguistic descriptors are identified at the 
speech utterance level; however, the storytelling and 
task-talk coding is done at the speech act level. 
This is done because the study is concerned with 
trends and patterns which may indicate norms, and this 
can more easily be identified at the speech act level 
than at the speech utterance level. 
3.6.2.5 Storytelling 
Storytelling or narrative as defined by Labov is a 
"method of recapitulating past experience by matching 
a verbal sequence of clauses to the sequence of events 
which actually occurred" [1972, p. 359]. Though Labov 
identifies a minimal narrative of only two clauses, in 
this study (as in Shuman's [1986] work) it is the 
extended narrative of multiple speech acts which is of 
interest for its ability to help the narrator hold the 
floor for a longer period of time. These 
storytellings are usually introduced by a framing 
utterance. Goffman [1983] notes the tendency for 
speakers to frame specific types of discourse such as 
jokes, readings, asides, and storytellings to 
distinguish them from standard dialogue. 
The level-two coding charts indicate not only the 
storytelling but also the mode and content area of the 
narrative. 
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3.6.2.6 Mode of Storytelling 
An initial review of the transcripts during 
level-one analysis indicated that mode of 
storytelling, for this particular group of students, 
could be divided into four categories: (1) reading of 
the product, (2) relating of original narratives, 
(3) retelling of a narrative, and (4) discussing a 
narrative. The criteria for placement of a narrative 
(see Figure 3.5) in each of these four categories is 
discussed below. 
(1) Reading of the product is a category that has 
as its basic requirement the reading aloud by one 
member of the group of another member's written work. 
It is considered to be a storytelling when the product 
is read aloud to the group, runs for at least four 
speech utterances, and relates material in sequential 
order. 
(2) This category consists of storytelling in its 
traditional form. It is defined as relating an 
original narrative in either the first or third 
person. It can not be a retelling of a plot of a 
published story and cannot be in the form of a 




001 A Got hit 
002 B I hit a telephone pole 
003 B right in the middle 
004 A Did ya have insurance 
005 B Probably 
006 J Huh 
007 B I fuckin' went hog wild 
006 C Where is it now 
009 C at your house 
010 B No 
012 B it's at a place 
013 B where 
014 B ah 
015 C Is it totaled 
016 B Kinda 
017 C Enough not to drive 
018 B Yah 
019 B Beaner and I made it to 
Worthington 
020 B cause I was tryin' to 
go home 
021 A Were you hammered 
022 B Not that bad 
023 C Cocked 
024 C then 
025 B A little 
026 J He was fucked up 
027 J put it that way 
028 B They put out the test 
029 B and I passed it 
030 J The soberity test 
031 B There was a whole bunch 
of different things 
032 C Where did they finally 
get you 
033 C Worthington 
034 B Nah 
035 B near the center of 
Huntington 
036 C Awh 
037 C really 
038 B Cause I kept goin' on 
that road 
039 B and it came out in 
Chester 
040 B and I came down 
041 B into the center of 
Huntington 
042 B There were four staties 
and two townies 
043 B out lookin' for me 
044 C Looking for you 
045 A How did they know 
046 A which car you were in 
047 B I was goin' down the 
road 
048 B and there was steam 
cornin' out 
049 B cause I had a smashed 
in radiator 
050 B one headlight 
051 J And a big old dent in 
the front 
052 J (laughs) 
053 C What 
054 C had they 
055 C like 
056 C heard about the 
accident 
057 C so they were lookin' 
058 C for the person who had 
done it 
059 B Well 
060 B they had all the power 
lines down 
061 B the power went out all 
over town 
062 J (laughs) 
063 B The telephone pole was 
laying on the ground 
064 B in three pieces 
065 B and the power lines 
were in the road 
066 A In the road? 
067 C Did ya have to pay for 
it 
066 B Really 
069 C Did ya go and try 
070 C and call someone about 
it • ' 
Continued, next page. 
Figure 3.5 
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(3) In retelling of plot the narrative which is 
being retold is not a "he said/she said" story, but a 
storytelling about a recorded event such as a film 
plot, book, television program or song lyric. 
(4) The discussion mode category is similar to 
that of "original stories" with the exception that it 
is in the form of an interchange of ideas and 
opinions, with numerous questions, responses, 
reactions and interruptions by the listener(s). 
3.6.2.7 Storytelling Content 
In the initial review of the transcripts a listing 
of the topics of various storytelling was made. A 
review of the list indicated that there were five 
topic areas which reoccurred frequently throughout the 
tapes. These topics were used on the coding sheet to 
aid in identification of any pattern of use or 
frequency. The topic areas are (1) gore, (2) humor, 
(3) macho, (4) sex, and (5) pop culture. Criteria for 
inclusion of a storytelling in each category (see 
Figure 3.6) are as described below. 
(1) Gore contains stories about blood, violence, 
mayhem, and the supernatural. 
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(2) Humor includes lengthy jokes, and funny 
stories, as well as narratives making jest of other 
members or acquaintances. 
(3) Macho is a category which includes stories 
about fights, sports, automobiles, drinking, drugs and 
adult connected activities, but not sexual in nature. 
(4) Sex includes stories of a sexual nature about 
the opposite gender. 
(5) Pop culture is a category which includes 
stories about concerts, various types of heroes, films 
(not gory, humorous, macho, or sexual in nature), 
television shows, and books. 
3.6.2.8 Meta-narrative 
The meta-narrative column on the level-two coding 
chart (see Figure 3.4) is included as a means of 
identifying talk which discusses the structure of 
storytelling. Examples of topics included in the 
category are the role or use of setting or character 
in a group member's storytelling (either written or 
oral). 
3.6.2.9 Task-talk 
The section of the level-two coding chart 
concerning talk about the writing process is divided 
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into two parts (see Figure 3.6), one identifying 
various aspects of the writing process and the second 
concerned with areas of social positioning with which 
the talk may be connected. 
3.6.2.10 Writing Process, Talk 
Talk about the writing process is divided into 
five categories: (1) task organizing, (2) task 
achieving, (3) product correction, (4) brainstorming, 
(5) writing ability. The following sections contain 
the criteria for these five categories. 
(1) Task-organizing talk consists of task and 
material management, questions about the process, 
initiating work, and paper organization. 
(2) Task-achieving talk is concerned with the 
actual doing of the process, specifically how much 
writing is done, when it is done, how it is done, 
where it is done, and whether it is done. 
(3) Product correction involves talk about the 
quality of the written product in areas such as 
grammar, handwriting, format, spelling, word usage, 
agreement, and accuracy of description. 
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221 A (laughs) 
222 A Big trouble 
Salem 
in little 






 A Big trouble 
China 
in little 
225 A (laughs) 
226 A Little Cubby 
(audio loat due to 
noise) 
227 B Here 
228 B Cubby 















C I got a new folder 
231 B Cubby 
232 B you gotta check your 
things 
233 B you gotta check 
234 C (draws) Check 
235 B check and see 
236 B if your things are 
right 
237 J Wow 
238 J Birdy 
239 J you got a lot of pages 
there 
(pause while they work) 
240 J Like 
241 J you fininshed with 
twelve pages 
242 J right 
243 A How many pages did you 
finish 
244 J Eight and a half 
245 C You put a couple of 
extra T's in Matthew 
246 C Matthew's with one T 
247 C isn't it 
248 B No 
249 B it has two T's 
250 C Well 
251 C you got T T T 
252 B Well 
253 B I just wrote Matt 
254 C Because he'd rather be 
called Matt 
255 B Yah 
256 C Do you want his full 
name here 
(pause) 
257 C (writes) Boogie 
258 C because of lack of 
intelligence 
259 J No 
260 J not lack of 
intelligence 
261 A Lack of ambition 
262 C Lack of motivation 
263 J Yah 
264 J that's the word 
265 C (writes) Failed to 
complete his story 
266 B Thank you! 
267 ALL (laugh) 
266 C Signed 
269 C Boogie Le- 
270 ALL (laugh) 
271 J Any comments 
272 J Mr. Le- 
273 ALL (laugh) 
274 B Jock's just jealous 
275 B cause he never gets 
layed 
276 ALL (laugh) 
(pause while they work) 
277 A Will you leave that 
alone! 
278 A I'm trying to 
concentrate 
279 A and you're disturbing 
me 
260 A once again 
261 C Bull shit 
262 B Pauly 
263 B you call her Pauly 
284 J Pauly 
285 C Yah 
286 C that's what they call 
Figure 3.6 
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(4) Brainstorming includes talk about ideas for 
plot, characters, titles, settings and other aspects 
of the story. In some cases it may also be in the 
form of reading aloud of bits of writing to test 
ideas. 
(5) Writing ability concerns talk about the 
student's ability to do the assigned task, to create 
interesting writing, and to produce a quality product. 
3.6.2.11 Writing Connected Positioning 
During a review of transcripts in level-one 
analysis a listing of topics related to the connection 
of task talk to social position on the part of the 
speaker was made. A review of the list indicated that 
it could be subdivided into five areas of social 
positioning involved with talk about the writing 
process: (1) group leader, (2) writing expert, 
(3) storyteller, (2) macho image, and (5) student 
image. These five areas (see figure 3.6) have the 
criteria that are listed below. 
(1) The group leader is a position which is not 
directly connected to the writing process activities, 
but in some ways may gain from participation in them. 
Criteria for talk connected with the position of group 
leader include bringing the group discussion around to 
task related areas, keeping the group on task, helping 
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to define the task activities, reprimanding group 
members for inappropriate behavior, settling 
disagreements between group members, and other areas 
where a semblance of control or expertise (not 
necessarily in writing) may exist. However, other 
factors such as popularity, personality, physical 
prowess, and powers of persuasion also affect the 
position. 
(2) The writing expert is established by being 
knowledgeable about the writing process, having the 
ability to do the writing process, and demonstrating 
success by creating an acceptable product. In 
addition, discussion about the amount of pages 
written, of having the assignments done on time, of 
the quality of the written product, and of the 
interest of the reader help to identify the writing 
expert. These comments can be offered by either the 
writer or by the other members of the group. 
(3) The storyteller is a position based upon being 
able to tell a story and receive support from one's 
listeners in the form of uptake, questions and 
response. The storyteller is identified by his 
ability to frame a story, tell it in acceptable 
narrative form, and garner some type of response from 
his listeners. 
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(4) Macho image is related to the writing process 
mostly through the product and its content. The image 
can be enhanced through the writing of macho connected 
themes and scenes in one's stories. Talk about 
drinking, driving, sports, sexual relationships and 
other boastings help to identify the process of 
positioning for macho image. 
(5) Student image is differentiated from writing 
expert in that it is concerned with doing the task but 
not necessarily being good at it. One's student image 
can be increased because the group member is prepared 
and does the work on time, but the work itself does 
not have to be of high quality. 
3.6.2.12 Direction of Talk 
The last category on the level-two coding chart 
identifies the direction, or the intended audience, 
for the talk. It is divided into three parts: (1) 
intra group, (2) extra group, and (3) specific peer. 
(1) Intra group talk is that which occurs among 
the group members and is aimed to position the speaker 
or give him status within the group. 
(2) Extra group talk occurs between a group member 
and another student in another group. It is used to 
position the speaker in both the peer group and the 
class. 
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(3) Specific peer directed talk is aimed at one 
particular group member and has an intent of 
positioning the speaker in relation to that 
individual. 
3.6.3 Level-Three Analysis 
Level-three analysis is based upon the results 
from levels one and two. Where patterns or trends are 
indicated on the level-two sheets, a more in-depth 
coding chart is needed to further analyze the talk in 
the group. There are two types of level-three coding 
sheets, task-talk and storytelling charts. The 
purpose of both of these is to identify patterns or 
trends in task-talk and storytelling, and to connect 
them with specific social positioning which may be 
happening in the group. The following two sections 
are explanations of these two types of coding charts. 
3.6.4 Task-Talk Coding 
The level-three coding chart (see Figure 3.7) for 
task-talk identifies the purpose of the talk as it 
relates to the writing process. In addition it notes 
whether the comments are positive or negative and what 
reaction is expressed by the listeners. The following 
is an explanation of the task-talk coding sheet. 
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3.6.4.1 Statement/Question/ResPonse/Reaction 
The first four columns on the coding chart are 
speech-utterance connected; that is, they are coded at 
the level of individual speech utterances. The column 
headings are (1) statement, (2) question, (3) response 
and (4) reaction. 
(1) A statement is any declarative comment. It 
also can be a form of address. It includes reading of 
the written product as well as comments which are 
triggered by other statements but not directly in 
reaction or response to them. 
(2) A question can be either directed to an 
individual with the intent of receiving a response, or 
it may in some cases be a response in itself (see the 
example of ,,question,‘ in sociolinguistic descriptors 
3.6.2.3 of this chapter). 
(3) A response is an answer to a question or may 
be a statement in response to an initial statement. 
(4) A reaction can be in the form of a response 
cry (see example in 3.6.2.3 of this chapter) or an 




221 A (laughs) 
222 A Big trouble In little 
Salem 
223 B Big trouble In little 
Cubby 
224 A Big trouble In little 
China 
225 A (laughs) 
226 A Little Cubby 
(audio lost due to 
noise) 
227 B Here 
226 B Cubby 
229 B Check your things 
230 C I got a new folder 
231 B Cubby 
232 B you gotta check your 
things 
233 B you gotta check 
234 C (draws) Check 
235 B oheok and see 
236 B If your things are 
right 
237 J Wow 
238 J Blrdy 
239 J you got a lot of pages 
there 
(pause while they work) 
240 J Like 
241 J you fininshed with 
twelve pages 
242 J right 
243 A How many pages did you 
finish 
244 J Eight and a half 
245 C You put a couple of 
extra T's in Matthew 
246 C Matthew's with one T 
247 C isn't it 
248 B No 
249 B it has two T's 
250 C Well 
251 C you got T T T 
252 B Well 
253 B I just wrote Matt 
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Figure 3.7 
Level-three task coding chart 
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254 C Because he'd rather be 
called Matt 
































































































































































0 9 • 
0 0 t 
0 t « 
256 C Do you want hie full 0 0 • • 
name here 0 • • • 
(pause) 
257 C (writes) Boogie • • • 
258 C because of lack of 0 0 • 
Intelligence • 0 0 
259 J No 0 0 • 
260 J not lack of | 0 0 
Intelligence 0 0 • 
261 A Lack of ambition 
262 C Lack of motivation 
263 J Yah 
264 J that's the word 
265 C (writes) Failed to 
complete hie etory 
0 0 0 f 
0 0 0 
0 * 0 1 
0 4 0 « 
• 0 0 0 
0 0 0 • 
266 B Thank you! 0 0 • 
267 ALL (laugh) 0 0 9 
268 C Signed 
• 
269 C Boogie Le- • 
270 ALL (laugh) 0 
271 J Any comments f 
272 J Mr. Le- 0 
273 ALL (laugh) 0 
274 B Jock's just jealous • 
275 B cause he never gets • 
layed 
276 ALL (laugh) 
f 
0 
(pause while they work) 
277 A Will you leave that 
alone! 
278 A I'm trying to 
concentrate 








280 A once again 0 
281 C Bull shit 0 
282 B Pauly 0 0 V • 0 
283 B you call her Pauly 
284 J Pauly 
285 C Yah 
286 C that e what they call 
0 0 It 0 • 
0 0 0 0 9 
0 0 0 9 
■ 
• f 0 
Figure 3.7 continued 
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3.6.4.2 Negative/Positive 
The negative and positive columns indicate that a 
statement, question, response or reaction is being 
used for positive or negative positioning by the 
speaker for either himself or another group member. 
The next four parts of the chart (production, 
correction, peers and ideas) are speech-act connected; 
that is, they are coded in relation to speech acts 
rather than to individual speech utterances. 
3.6.4.3 gj.gd.uction.,sif_,the..Product 
Consistent trends in the level-two analysis 
indicated that there were four topics of talk involved 
with writing production: (1) doing, (2) amount, 
(3) should do, and (4) not doing. 
(1) Doing the writing task identifies talk which 
directly comments on the act of doing or achieving the 
assigned writing task (i.e., actually doing the work). 
(2) The amount of writing includes comments on the 
actual number of pages written. 
(3) The should do category indicates talk about 
what a good writer is, or what a good writer should do 
when he works. 
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(4) Comments about not doing the writing are 
recorded when a group member is admonished for not 
doing his work, or is making excuses for such. 
3.6.4.4 Correction of the Product 
Six topic areas were identified from the level-two 
analysis as being discussed by the group when they are 
dealing with product correction: (1) appearance, 
(2) spelling, (3) usage, (4) reference, (5) structure 
and (6) description. 
(1) The appearance of the product refers to 
discussions about such areas as handwriting, physical 
structure (e.g., margins, size of writing, type of 
paper), and neatness. 
(2) Spelling not only is an area where the correct 
spelling of words is discussed, but also whether the 
word as spelled is the correct word to use or not; 
this may include words such as homonyms (e.g., bear or 
bare) and shortened versions of words (e.g., photo or 
photograph). 
(3) Usage refers to debate in the group about the 
proper use of a word in the writing, especially in 
cases where the speaker believes another word would 
better suit the meaning. 
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(4) Reference identifies conversations about the 
agreement of a pronoun or noun to the verb, or of a 
pronoun to its antecedent. 
(5) Structure refers to discussion of the clarity 
of plot line in the written story, and concerns 
logical development of the story in combination with 
actions fitting the situation and the characters. 
(6) Description refers to comments about the use 
of descriptive prose in the story. 
3.6.4.5 Peers 
The use of peer group members as characters in one 
another's writing was noted during the level-two 
analysis and is a category in the level-three coding 
chart. The column indicates reference in the 
conversation about the use of a peer group member in a 
written story. 
3.6.4.6 Ideas 
This category is related to brainstorming in the 
level-two analysis; however, here the three 
subdivisions are more specific. They are: "what is," 
"mine is," and suggestions. 
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(1) What is refers to the use of questions to 
elicit response about the content of another member's 
writing. 
(2) Mine is refers to the offering of information 
by a group member about the content of his own 
writing. 
(3) Suggestion indicates the offering of a 
suggestion by one member to another member of ideas 
for use in his writing. 
3.6.5 Storytelling Coding Chart 
The level-three coding of storytelling (see Figure 
3.8) consists of identification of the nature of the 
story being told and the subsequent reactions on the 
part of the listener(s). The columns headed 
storytelling, 1st person, 2nd person, and media, all 
refer to speech acts; whereas, the remaining columns 
refer to speech utterances. 
3.6.5.1 Storytelling 





001 A Got hit 
002 B I hit a telephone pole 
003 B right in the niddle 
m o v e 
i c woo© 
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004 A Did ya have ineuranoe 
005 B Probably 
006 J Huh 
007 B I fuckin' went hog wild 
008 C Where ie it now 
009 C at your houee 
010 B No 
012 B it'a at a plaoe 
013 B where 
014 B ah 
015 C Ie it totaled 
016 B Kinda 
017 C Enough not to drive 
018 B Yah 
019 B Beaner and I made it 1 
Worthington 
020 B oauee I wae tryin' to 
go home 
021 A Were you hammered 











He wae fuoked up 
put it that way 
026 B They put out the teat 
029 B and I paesed it 
030 J The eoberity teat 
031 B There wae a whole burn 
of different thinge 
032 C Where did they finally 
get you 
033 C Worthington 
034 B Nah 
035 B near the center of 
Huntington 
036 C Awh 
037 C really 
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Continued, next page. 
Figure 3.8 
Level three storytelling coding chart. 
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039 B and it ouw out in 
Chester 
040 B and I oasta down 
041 B into the cantor of 
Huntington 
042 B There were four otatiee 
and two towniea 
043 B out lookin' for me 
044 C Looking for you 
045 A How did they know 
046 A whioh oar you were in 
047 B I was goin' down the 
road 
048 B and there wae steam 
cornin' out 
049 B cause I had a smashed 
in radiator 
050 B one headlight 
051 J And a big old dent in 
the front 
052 J (laughs) 
053 C What 
054 C had they 
055 C like 
056 C heard about the 
acoident 
057 C so they were lookin' 
058 C for the person who had 
done it 
059 B Well 
060 B they had all the power 
lines down 
061 B the power went out all 
over town 
062 J (laughs) 
063 B The telephone pole was 
laying on the ground 
064 B in three pieoes 
065 B and the power linos 
were in the road 
066 A In the road? 
067 C Did ya have to pay for 
it 
068 B Really 
069 C Did ya go and try 
070 C and call someone about 
it 
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U «W O ID 










&&§ (0 o & ® o O 0 
« 05 ® 
• • K 
(D 60 
Figure 3.8 continued 
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3.6.5.2 First Person 
"1st person" is a storytelling in which the 
narrator is the main character or plays a significant 
role. 
3.6.5.3 Second Person 
"2nd person" is a storytelling in which the 
narrator is an observer or relator of the action about 
a person with whom he is acquainted. 
3.6.5.4 Media 
Media refers to a storytelling which relates the 
content of a media event such as a film or television 
program, or the plot of a book. 
3.6.5.5 Question 
Question indicates that the listener asks a 
question of the storyteller as a means of response to 
the storytelling. 
3.6.5.6 Subje.c.t-Change 
Subject change indicates one of two actions: the 
listener may respond to the storytelling by changing 
the subject completely, or the listener may use the 
storytelling as a means of changing to a related 
subject which has been suggested by the story. 
3.6.5.7 Uptake 
Uptake indicates some type of reaction to the 
story possibly in the form of a response cry (e.g.. 
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laugh, grunt, groan) or a word such as "yah" which 
implies neither negative or positive reaction. 
3.6.5.8 Positive Response 
A positive response is any comment which is 
positive in nature, and is made in reaction to the 
storytelling. 
3.6.5.9 Negative Response 
A negative response is any comment which is 
negative in nature, and is given as a reaction to the 
storytelling. 
3.6.5.10 No Response 
No response is indicated by the existence of 
either a lengthy pause by the storyteller, or silence 
at the end of a storytelling. 
3.7 Use of the Coding Charts 
Level-two coding charts serve the main purpose of 
identifying speech patterns in the talk of the group 
by using the sociolinguistic descriptors. In 
addition, the coding of storytellings and task-talk 
may indicate patterns of conversation with regard to 
those two areas. Level-three coding charts offer a 
more indepth analysis of the talk in the group 
including the speaker's intent and the listener's 
reaction. 
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3.7.1 Verification of Speech Intent or Effect 
A cursory examination of the level-one transcript 
indexing indicated that the topic of a given 
storytelling was a possible factor in identifying 
patterns of social positioning in the group. However, 
at the level-two analysis, there was little to no 
verification of such shown on the coding charts, 
because no clear patterns appeared. 
In addition to the lack of patterns in story 
telling at the level two analysis, there was no 
indication of patterns in the role-positioning areas 
connected to task-talk. Thus it appeared that further 
coding was necessary. 
It was decided that the level-three coding should 
contain a means of verifying the intent or effect of 
the speaker's words. This was done by looking for 
reactions from other members of the group in their 
role as listeners or subjects of the comments. Thus, 
the response, reaction, uptake, etc. columns were 
included at the level-three stage of coding. This not 
only helped identify patterns of positioning, but also 
indicated validity by using the students' own words 
and reactions to affirm the effect and infer the 
intent of the speaker's comments. 
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3.7.2 Interrater Reliability 
To ascertain the validity of the coding charts, 
two individuals were trained in their use. The 
results for the sociolinguistic descriptors section of 
the level-two analysis were consistently high (92%), 
with the only discrepancies occurring in the area of 
extender of statements, where one of the coders often 
debated whether the utterance was a new statement or 
an extender. 
In level-two analysis the major discrepancies in 
use of the coding charts was found in the section 
identifying the positioning for which the task talk 
was intended (29% accuracy rate). The confusion in 
this area appeared to be that the categories (group 
leader, writing expert, storyteller, macho image, 
student image) were ambiguous and tended to greatly 
overlap. It was this lack of interrater reliability 
in the task talk section of level two and the lack of 
clear patterns in the storytelling coding which led to 
the development of the level-three coding sheets. 
The two coding sheets in level three had very good 
interrater reliability (94% for storytelling and 88% 
for task-talk). The only discrepancies were found in 
the difference between a response and a reaction on 
the task-talk sheets. 
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3.8 Summary 
The method of analysis for this study consists of 
three levels: transcript indexing, mid-level, and 
micro. The initial level is where the transcripts are 
broken down into a workable format with the talk being 
subdivided into speech acts and speech utterances, 
while the speech events are isolated into task-talk 
and storytelling categories. 
The mid-level analysis identifies the 
socioJinguistic aspects of the talk by prescribing 
various descriptors to the sequence of speech 
utterances. In addition it is the level at which 
storytelling and task-talk topics are identified. 
From the level-two results, the level-three analysis 
goes on to code the cause and effect aspect of the 
various speech acts in the areas of storytelling and 
task-talk. 
The overall objective is to isolate trends and 
patterns within the talk connected to task and 
storytelling with the aim of identifying 
sociolinguistic norms created by the group as the 






The purpose of this study is to better understand 
how talk in peer instructional writing groups 
influences the development of language norms within 
the group and how the norms are related to the 
definition of social identity by the group members. 
Using the method described in chapter three, a five 
semester study was undertaken to observe the talk in 
one particular peer writing-group. The following is a 
discussion of the analysis of the data collected 
during that study. 
This chapter is a discussion of the results of the 
analysis of the study transcripts using the coding 
charts discussed in chapter three. The analysis of 
the data consists of three levels: transcript 
indexing, midlevel-analysis, micro-analysis. The 
first level uses a systematic segmentation of the 
transcripts into speech events, speech acts and speech 
utterances to help identify the broad trends in the 
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speech events. The mid-level uses a coding-chart 
system to identify both sociolinguistic descriptors 
and the specific speech acts involved in storytelling 
and task-talk. The micro-level also uses a 
coding-chart system. At this level the coding is to 
identify aspects of speech events, specifically those 
found in the speech acts involved with storytelling 
and task-talk. 
This chapter is divided into four major parts: 
level one analysis, level two analysis, level three 
analysis of task talk, and level three analysis of 
storytelling. Figure 4.1 is a graphic explanation of 
the three levels of analysis. 
4.2 Discussion of Level-One Analysis 
General indexing of the thirty three audio tapes 
made over the five semesters of the study aided in the 
selection of five of the tapes for detailed analysis. 
Transcripts were then made of the five audio tapes. 
Of the various speech situations identified in the 
five class periods (e.g., teacher lecture, 
teacher/class discussion, peer-group/ peer-group 
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Figure 4.1 continued. 
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peer-centered writing time is of concern in the 
detailed analysis. 
Using a system developed by Michaels [1986] and 
described in chapter three of this paper, each 
transcript is broken down into basic speech 
utterances. These utterances are sub-units of speech 
acts which are indicated by dotted lines on the 
transcripts, and by blank spaces on the coding 
charts. A speech act may be a monologue or an 
interchange, and is identified by both prosodic 
aspects such as extended pauses, or by sociolinguistic 
aspects such as framing or contact signals (see 
chapter three). 
4.2.1. Statistical Analysis of Student Talk 
In level one of the analysis of the transcripts 
the speech situations identified as being student talk 
in the peer writing group setting are subdivided into 
three columns representing major speech events: 
storytelling, task-talk, and other. Task-talk is the 
most frequent, consisting of 1312 speech utterances or 
51% of all talk during the peer-centered group writing 
time, while storytelling consists of 576 speech 
utterances or 22% of all talk. Together these two 
types of speech events represent 73% of the talk in 
the group during peer-centered group writing time. 
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The remaining 28% of the speech utterances in the 
study transcripts fall into the "other" category. 
Examples of speech events grouped under this category 
4 
are gossip (not in storytelling form), ritualized 
insults, jokes, discussion of work from other subject 
classes, and conversations about sports and school 
activities. 
4.2.2 Patterns of Speech Events 
Throughout the transcripts general patterns of 
speech events often appear. For example, in most 
cases storytelling usually precedes writing 
activities. Where there is no storytelling, 
conversations about school activities or outside 
social events often precede writing activities. These 
speech events tend to be used as transitions from 
speech situations such as teacher lecture or 
teacher/class discussion into the peer-centered group 
writing time. However, the main purpose of level one 
analysis is to identify and label the speech events 
and speech acts to be used in the level two and three 
analysis. 
4.3 Discussion of Level-Two Analysis 
The purpose of this level of analysis is to 
identify ways in which the students use talk about 
writing and the writing process as a means of social 
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positioning within the writing peer-group. The 
significant percentage of speech utterances involved 
in storytelling (22%) and task-talk (51%) offer a 
direction for further analysis; thus these two forms 
of talk are analyzed using coding sheets. 
Level two of the analysis (mid-level analysis) 
includes both an analysis of the sociolinguistic 
descriptors of the conversation in the group and the 
coding of the intent of the conversation both with 
regard to the writing task and to the social 
positioning within the group. As discussed in Chapter 
3, the level-two analysis produced no clear patterns 
of social positioning. This in part was due to the 
lack of ability to indicate motive on the part of the 
speakers given the data available; thus, a third 
level, or micro-analysis, of the same speech events 
was undertaken. 
At the level-two analysis, the transcript 
coding-charts using sociolinguistic descriptors (see 
appendix A) indicate that the conversations of the 
peer group, for the most part, follow conventional 
statement/response patterns. Of particular interest 
as to what they suggest about the social structure of 
the group are the sociolinguistic descriptors which 
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identify place holders, questions used as response, 
and open-states-of-talk, each of which will be 
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4.3.1 Place Holders 
Some words and sounds commonly used by the members 
of the group to hold their place in conversation are 
"ah", "like", "em" and "hum". Goffman [1983] suggests 
that the respecting of these place markers or place 
holders by the listener not only indicates interest in 
what the speaker is saying, but also indicates a 
respect for the rights of the speaker, and an 
understanding of the rules controlling the social talk 
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of that particular group. The transcript 
coding-charts show that a total of 87 place holders 
were used, and that 78 (90%) of them were respected by 
the listeners. Also of note are the nine place 
holders which were ignored. Of these, only three were 
to be found in storytellings. Goffman's [1983] work 
suggests that the relatively few place holders ignored 
during storytelling is an indication of an 
understanding by the group members of the roles 
regarding storytelling, and of the high regard in 
which storytelling is held by the participants. 
4.3.2 Questions Used as Response 
A response to a statement or a question may take 
the form of another statement, or may be a question in 
its own right [Goffman, 1983]. A response in the form 
of a question may indicate a particular interest on 
the part of the listener in what the speaker has to 
say. Of the 364 student responses found in the five 
transcripts, 54 (15%) of them were in the form of 
questions. This is not a particularly high number; 
however, given the predominate use of the 
statement/response form throughout the transcripts, it 
is of some significance in light of the fact that use 
of a question as a response may indicate a deeper 
interest in the talk on the part of the listeners. 
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The depth of interest cannot be assessed given the 
study data, but the questions do act to keep the 
speaker talking on the topic and help to further the 
flow by indicating more than a nodding interest on the 
part of the listener. 
4.3.3 Open-State-of-Talk 
Goffman explains that in an open-state-of-talk the 
speaker can "initiate a little flurry of talk, then 
relapse back into silence, all this with no apparent 
ritual marking" [1983, p. 135]. An example of this is 
found in the transcript below (see Figure 4.2) where 
Jock and Boogie have returned to writing, then after a 
minute or so. Cubby picks up the conversation without 
the use of a contact or framing signal. There are 
nine such examples of open-state-of-talk in the first 
two transcripts; however, there are none in the last 
three transcripts which were made in classes after 
Birdy joins the group. One possible explanation of 
this could be that in a group of three it is easier to 
sustain an open-state-of-talk than in a group of four, 
where conversations tend to break into two dyads. 
This explanation tends to be substantiated by the 
micro-analysis of the transcripts later in this 
chapter. 
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4.4 Level-Three Analysis:.JIask-Talk 
A topical analysis of task-talk using the coding 
sheets indicates five general categories of talk 
connected to the group's dealing with the writing 
process. These topics are identified as organizing, 
brainstorming, achieving (actual doing of the 
writing), correcting the product, and ability to do 
the task. There are 1312 speech utterances identified 
as task-talk, these represent 51% of all the talk in 
the peer-group writing time. 
A quantitative breakdown of task-talk is shown 
below (see Table 4.1). Of special interest are the 
correcting and brainstorming columns. The transcripts 
for class one, class three, and class five indicate a 
pattern where either correcting or brainstorming is 
occurring. This is to be expected as brainstorming 
would most likely take place in a class where writing 
is in the early stages (class one and class five) and 
correcting would occur at a time when the writing is 




















































































































110 J House Two 
111 C Yuh 
112 C I was just gonna 
say the same 
thing 
113 C the guy comes up 
114 J Yah 
115 C Hey I m your 
cousin" 











(long pause, during 
which Boogie and Jock 
are writing) 
117 C That guy was 
wicked cool 








Example of an open-state-of-talk. 
transcripts for class two and class four show both 
correcting and brainstorming occurring in the same 
class period. This may indicate that the group 
members are attempting to help one another with 
additional ideas as well as find errors in the 
writing. However, as the discussion of the analysis 
indicates (see section 4.4.4), this is also an 
opportunity to maneuver for positioning in the group 
using both correction and brainstorming. 
For the purpose of discussing the discourse 
analysis, the general areas in the table above are 
divided into four topic areas: production of product, 
correction of product, ideas for product, and peers in 
product. In the following sections each of these 
topic areas will be discussed in detail. 
4.4.1 Production of Product 
Within the group there are four areas of talk 
about the production of the writing product all of 
which are concerned with doing writing. These areas 
consist of talk about actually doing the writing, the 
number of pages of writing, what a writer should do, 
and not doing the writing. To better understand how 
these areas affect the social positioning of the group 
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Table 4.1 
Quantitative analysis of Task talk. 
Total utterances 1312 (51%) 
CLASS ORGANIZE DOING CORRECT B'STORM ABILITY 
#1 29 18 o. 18 4 
#2 16 54 69 43 19 
#3 149 278 178 
4 
0 41 
#4 56 20 15 23 4 
#5 140 35 0 43 60 
Total 390 405 262 127 128 
Percent 30% 31% 20% 9.5% 9.5% 
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members, the analysis concentrates on the 
relationships (i.e., patterns or trends) of speech 
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4.4.1.1 Number p£_pageg.gf.Writing 
There are four speech acts in which the number of 
pages of writing are discussed. All four of them are 
positive statements made by one member in praise of 
another member. In one example (Figure 4.3, part B) 
Jock notes that Birdy has written a lot of pages. 
Though the statement is directed toward Birdy, the 
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other members of the group also hear it. As Jock is 
the group's leader, this praise carries extra weight 
towards Birdy's status in the group. 
In the second example of number of pages of 
writing, (Figure 4.3, part A) Cubby draws the group's 
attention to the fact that Boogie has written two more 
pages than were required for that class period. This 
places Boogie in a position of esteem as a student and 
a writer. 
In a third example of number of pages of writing 
which occurred in another class, Jock notes that Birdy 
has finished his story with twelve pages (Figure 4.3, 
part C). Jock's statement is in the form of a 
question (line 242); thus, it necessitates some type 
of response from Birdy. Unfortunately for Jock, 
Birdy's response is a question about the number of 
pages Jock has written. Those pages are fewer than 
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460 C Look at Boogie • • t • 
461 C he's written • • • • 
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240 J Like • 0 « • 
241 J you fininshed • • 0 • 
with twelve • t • « 
pages t • « • 
242 J right t • • « 
243 A How many pages 
did you finish 
t t • • 
• • « • 
244 J Eight and a half' • • « 
Examples 1, 
Figure 4.3 
2 and 3 of number of pages of writing. 
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In a fourth example of number of pages of writing, 
(Figure 4.4, part A) Jock notes that Boogie has 
written two pages. Jock is aware that the other 
members of the group have each done less than a page. 
His comment is in the form of a question, though it 
may be taken as being rhetorical. However, Boogie 
jokingly responds with a suggestion that his paper is 
not that good, and he may consider throwing it away 
(line 304). This is an idle threat, but because the 
group has been talking and not writing, it is 
important that someone has some writing done to show 
the teacher. Thus, this situation offers Boogie the 
opportunity not only to be praised by Jock, but also 
to place himself in a position where his joke about 
throwing away his paper acknowledges his own value to 
the group. 
All four of these speech acts are moves on the 
part of the speaker to place another group member in 
the positive position of having produced a respectable 
quantity of writing. There are no examples in the 
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299 J How many pages « • • t 
ya got • • • • 
300 J anyhow * • • t 
301 J two • • • • 
302 B Huh • % 
303 B I don't like my • • 
story • « 
304 B I'm gonna throw • • 
it away • • 
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294 A Let her read « t • • 
Boogie's • • • • 
295 A she can read t « • « 
Boogie's for the • • t • 
rest of the • • » • 
period • • • • 
296 C Boogie % • • 
» 
297 C keep writin' 
298 C we want her 
reading for a 
while 
• • • • 
• • • f 
V • • • 
1 • « • 
Figure 4.4 
Example 4 of number of pages of writing and 
example 1 of doing the writing. 
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writing he has done to place himself in such a 
positive position. From this one may possibly assume 
that it is understood by the group members that 
bragging about one's own amount of writing is not 
permissible, and that one must be placed in such a 
position of status by another group member. 
4.4.1.2 Actually Doing..the Writing 
There are seven examples of speech acts where the 
action of actually doing the writing is discussed. 
All of these are examples in which one group member is 
placing another group member in a positive position by 
drawing attention to the fact that the other member is 
actually working at the assigned task of doing the 
writing. In the first example (Figure 4.4, part B), 
Birdy suggests that the student teacher should be 
directed to read Boogie's writing because he has been 
hard at work all period doing it, whereas the others 
have been talking and not writing at all. Cubby 
supports Birdy's suggestion by telling Boogie to keep 
writing because it will keep the student teacher 
occupied. Both students are placing Boogie in a 
position of status by acknowledging his ability to get 
152 
his assigned work done and still participate in the 
talk of the group. 
In the second example of doing the writing, 
(Figure 4.5, part A) Birdy makes a statement about the 
fact that Boogie is working very diligently at his 
writing assignment, thus placing Boogie in a position 
of esteem for doing what should be done with his time 
in class. Cubby indirectly affirms this by explaining 
that he is not capable of doing what Boogie can do 
(i.e., being able to write in class). 
In the third example of doing the writing, 
(Figure 4.5, part B) Jock notes that the student 
teacher is coming over to their table. She has been 
going from group to group checking on their progress. 
Cubby responds that all is well because Boogie is 
still doing his writing, which is what they all should 
be doing. Jock confirms this praise of Boogie by 
noting that Boogie is the only group member who knows 
what he is doing. There appears to be a suggestion in 
Jock's statement (lines 356-357) that the other group 
members somehow are inferior to Boogie because they do 




Z Z W 






U CO CO 
O (X < (Q W W 
0) W Q 













152 A Boogie's gotta • 9 • • 
write • • 9 9 
153 A look at the kid • • • 9 
154 C I can't write in % • 
clasB • 9 
155 C it's totally • 9 
impossible t 9 
Part B 
252 J Here she comes 
353 C Good 
354 C good 
355 C Boogie's doin' 
fine 
356 J He's the only 
one 
357 J that knows what 
he's writing 
358 A I'm stumped 
still 




and 3 of doing the writing. 
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implication (lines 358-359), and his statement 
indicates that he may be feeling some jealousy with 
regard to Boogie's ability. He confirms that he is 
lost, but also states that he is going to figure it 
out. 
In the fourth example of doing the writing, 
(Figure 4.6, part A) Cubby is concerned that most of 
the group members need to get to work, all of them 
except Boogie who is already working hard. Birdy 
confirms this by also pointing out that Boogie is 
really working hard. His comments are delivered 
jokingly, and, as in the previous example (Figure 4.5, 
part B), there is a tone of jealousy in his voice. 
Yet another example of doing the writing, number 
five, (Figure 4.6, part B) also shows praise for 
Boogie's ability to do the task. In it, Jock notes 
that Boogie has been working very hard. However, 
Cubby's response (line 424) is slightly negative in 
tone, as well as content, when he suggests that 
Boogie's handwriting is possibly too large. Boogie's 
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260 C Well • • * • 
261 C we all oughta t • • • 
get it done • • • • 
262 C except for • • % • 
Boogie • t • • 
263 A (laughs) • % % • 
264 A Look at the kid • • • • 
265 A he's writin' 4 % • • 
266 A he's doin' 4 • f • 






































































































































































423 J Look at it • • • # 
424 J this kid's • • • • 
writin' up a • • • « 
storm • ♦ • • 
424 C He's writin' big • • 
425 C too • t 































































































































































128 C Have Boogie draw • • 
it « • 
129 J Boogie's workin' • • • • 
hard over here t • • • 
130 A Big Boogie • • • • 
131 B Yah • • • • 
132 A Boogie Beebo • • i • 
Examples 4, 
Figure 4.6 
5 and 6 of doing the writing. 
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comment to be negative; however, it does not seem to 
diminish Boogie's prestige in the group. It may be 
that both Cubby's and Birdy's jealousy acts to confirm 
Boogie's position. 
In a sixth example of doing the writing, (Figure 
4.6, part C) Cubby suggests to Birdy that they can ask 
Boogie, who is a good artist, to draw a picture on 
Birdy's folder. Jock responds by informing them that 
Boogie is busy doing his writing. It is both praise 
for Boogie, and indirectly a negative observation that 
the others are not quite as busy as they should be. 
This suggestion by Jock of the other group member's 
less than productive attitude is confirmed by Birdy's 
sarcastic taunts of Boogie (lines 130 and 132). 
Birdy's jealousy and his desire to be placed in a 
position of status equal to that of Boogie are 
indirectly confirmed by Cubby (Figure 4.7, part A) 
when he compares the two of them. Cubby points out 
that Boogie works very hard when an assignment is 
first given. He explains that Boogie will write 
almost the full amount required and then come to a 
i 
157 
complete stop. Birdy's laughter at this stage of the 
discussion (line 271) causes Cubby to switch the 
subject of his comments. In line 272, when Cubby uses 
the pronoun "he," the antecedent is not Boogie, but 
Birdy. Cubby is now addressing Boogie, and says that 
Boogie is the complete opposite of Birdy. He says 
that Boogie does not write when he gets home, but that 
he writes in class. Because the assignments are meant 
to be done in class, this comment is in praise of 
Boogie, but not of Birdy. 
All seven of these examples show a member of the 
group being praised for his ability to do the writing 
assignment. In some cases jealousy is shown by other 
members, but this may possibly tend to confirm the 
fact that the member who is being praised actually 
deserves it. In all of these examples the member who 
is doing his work is Boogie. 
4.4.1.3 What a Writer Should Do 
This next set of examples helps to indicate that 
positioning gained through doing the writing 
assignment is something which must be obtained through 
158 
268 C Boogie goes mach 
one for the 
first three days 
269 C and writes eight 
pages 
270 C then he stops 
271 A (laughs) 
272 C He's the 
complete 
opposite 
273 C ya don't write 
when ya get home 
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306 A A good writer • t § • 
always takes his. • • • * 
time 
307 C No kiddin' 
• • f • 
• • f • • 
308 C what about « • f • • 
Stephen King 
309 C he writes a 
fuckin' 800 page 
novel in about 
six months 
f t * % • 
• • • t • 
• • • • • 
• • • • • 
• • f « * 
Figure 
Example 7 of doing 
example 1 of a 
4.7 
the writing and 
good writer. 
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the praise of other group members and not from one's 
own statements. 
There are two examples in the study transcripts 
where Birdy is attempting to place himself in the 
position of being recognized as a good writer. In the 
first one (Figure 4.7, part B) Birdy explains to Cubby 
what a good writer should do, implying that he (Birdy) 
is an example of a good writer. Cubby refutes him by 
giving an example about the way Stephen King does his 
writing. King is an author whom all of the members of 
the group view as being a good writer, thus Birdy 
finds it difficult to argue with Cubby's point. 
In the other example (Figure 4.8, part A), Birdy 
is praising the way he does his writing. He tends to 
go a bit too far with this self-praise (line 446) and 
Jock jokingly responds with “Mr. Modest" (line 449) to 
indicate that Birdy may be out of line. 
The previous two examples tend to support the 
assertion that a group member cannot praise his own 
160 
Part- A 
443 A This is a lot 
more impressive 
444 A this is what 
college Btudents 
do 
445 A like 
446 A I'm a wicked 
good writer 
447 A it's about the 
only thing I do 
good 
448 J (laughs) 
449 J Mr. Modest 
450 J Birdy 
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594 J Right • • » • 
595 J you can think of • • • • 
all these good • • « 
things • • * • 
596 J but you can't % • 9 t 
put 'em down on t • • • 
paper • • • • 
597 J (laughs) t • 
• • 
598 B Sure I can • t • • 
599 A You just don't • • • • 
want to • * • • 
600 J Or 
• • • 
• 
601 J you just don't 





2 of a good writer and 
of not doing the writing. 
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ability to do the writing but must be so positioned by 
another member. In both of these examples Birdy is 
denied his positioning as a good writer by other 
members of the group; whereas, in the previous set of 
examples (Figure 4.4, part B / Figure 4.7, part A) 
Boogie makes no effort to assume a position of status 
as a writer, but is placed there by the other group 
members. 
4.4.1.4 Not Doing the Writing 
Not doing the writing can gain the student 
negative positioning or loss of status, especially if 
he is the member of the group who usually receives the 
most praise. In the two examples discussed in this 
section. Boogie has not done his writing assignment 
and the other group members chastise him for it. In 
one example (Figure 4.8, part B) Jock accuses Boogie 
of being able to think of ideas for writing, but not 
putting them down on paper. When Boogie attempts to 
defend himself, Birdy joins the attack (line 599) by 
stating that Boogie does not do the writing because he 
does not want to do it, and he is supported in this 
162 
argument by Jock. An explanation of the intense 
negative tone of this interaction may be that Boogie 
is not only hurting himself, but also the group. 
In the other example (Figure 4.9) Cubby is writing 
a memo in response to Boogie's unfinished paper, an 
assignment which was due that class period. The 
incident could be taken as bantering if the tone of 
this discussion were not as serious. Once again, as 
in the previous example (Figure 4.8, part B), the 
other group members are upset with Boogie for not 
having done his work. Cubby writes in a memo to be 
placed in Boogie's folder, that the work was not done 
because of lack of intelligence on Boogie's part. 
Jock counters with a suggestion of using the word 
'‘ambition," and Birdy counters with the word 
"motivation." The group may not be upset only because 
their avowed writer is not holding up his reputation, 
but also because they are concerned for him because he 
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257 C (writes) Boogie . • • • 
258 C because of lack . • • • 
of intelligence . • • • 
259 J No • • • 
260 J not lack of • • V 
intelligence • 9 • 
261 A Lack of ambition • t • 
262 C Lack of • t • 
motivation • • 9 
263 J Yah 9 • $ 
264 J that's the word t • 9 
265 C (writes) Failed 
• • • 
to complete hie 
story 
266 B Thank you! 
267 ALL (laugh) 
f • 9 
• • • 
t • 
• • • 
Figure 4.9 
Example 2 of not doing the writing. 
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4.4.1.5 Summary 
Production of product is an area of task-talk 
which offers opportunity to position for both positive 
and negative status within the group. In all cases 
the positioning appears only to be successful when the 
move to position is made by someone other than the 
member who is to be positioned. Based upon the 
analysis of the data, the following patterns or trends 
in social positioning seem to be evident in the talk 
of the peer group involved in product production. 
A. The number of pages of writing produced is 
a means of gaining positive status in the group, 
but the positioning must be made by someone other 
than the member who is to gain from it. 
B. Actually doing the writing assignment in 
class when expected is a means of gaining positive 
status, but the positioning must be made by 
someone other than the person who is to gain from 
it. 
C. Maneuvering oneself into a positive status 
as a writer is not acceptable, and will most 
likely be rejected by the other group members. 
D. Not doing the work (especially when one has 
usually done it in the past) will often result in 
being lowered in status by the other members of 
the group. 
165 
In addition to these points, it appears that the 
concept of "good writer" is understood by the group 
members to mean a person who writes more than the 
required amount of work, doing it in class and on 
time. This concept may have developed from the 
classroom teacher's stress on getting the required 
number of pages done on time. However, it does not 
seem to be a concept which is universally shared by 
members of other groups in the class. 
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The number of speech events (17 events) 
involved with talk about correcting the writing 
product suggest that it is a popular means of 
positioning or one-upsmanship in the group. The 
topics identified as recurring in these speech events 
include the appearance of the product, spelling, word 
usage, noun/pronoun reference, plot structure, and use 
of descriptive prose. 
4.4.2.1 Product AE.P-e.aranc.e 
The first example (Figure 4.10) in this section 
consists of two speech acts, the first of which shows 
Cubby suggesting to Birdy that wider margins would 
make his paper look better and longer. Once again the 
concept of amount of writing seems to be involved in 
this evaluation of Birdy's work. Jock joins in 
support of Cubby's suggestion, but Birdy is not 
pleased (lines 433-434) with their input. In the 
second speech act (lines 435-442) of the example, Jock 
and Cubby continue to suggest that Birdy use wider 
margins, and he once again reacts negatively (line 
438). It appears that Birdy finds it difficult to 
167 
accept what he views as negative feedback or 
correction of his product. In previous statements he 
has attempted to position himself in the role of a 
good writer (see Figure 4.7, part B and Figure 4.8, 
part A); but here Cubby and Jock are using the 
appearance of Birdy's writing as a means to lower his 
status. 
In the second example of this section of product 
appearance (Figure 4.11), Birdy is picking on Jock for 
having sloppy handwriting. Cubby joins in support of 
Birdy, and Jock becomes defensive (lines 164-165). 
For the most part the tone is good natured, but both 
Birdy and Cubby have narrowed in on one of Jock's 
major writing weaknesses, and are making the most of 
it to lower his status in the group. On various audio 
tapes throughout the data, Jock's extremely poor 
handwriting is discussed both within the group, and by 
the group members with the teacher. His position as 
the dominant male in the group usually protects him 
from attack in most areas, but handwriting and writing 


















(to Birdy) Why 
do you write 
such small 
margins 
it makes it look 
more 
if you put in 
inch margins 
That's what I 
always do 
not extra big 
but I go like 
that 
Cause I don't 
like going 
through eight 
pages of paper 
I Just like 
writing it 
Yah 
but when ya have- 
ta have a lot of' 
pages 
When ya write 
three and a half 
pages 
Writing lessons 
When ya write 
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153 A Hey r « • 
154 A (to Jock) your • • • 
handwriting • % • 
sucks • • 
155 C An E and a D 9 • • 
together • • • 
156 C who taught you • • • 
how to write • % • 
157 C just different f • • 
letters like < • • 
that • • • 
158 J I don't know • % 
159 J. I just • • • 
160 C Like • f 
161 C Birdy does his • t 













kindergartener • • 
J Yah f « • 
J you think youre ' 
f • 
is normal • • • 






A I think mine is • • 
168 
normal • • 
A except for the I • 
• 
169 J Not all your I's 
• • 
170 




171 A No 
• 





J Right • * 
Figure 4.11 
Example 2 of product appearance. 
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4.4.2.2 Spelling Corrections 
Spelling is an area which tends to be nondebatable 
as to correctness, thus the group members tend to use 
it as a means of positioning to both lower another's 
status and to raise one's own. In the study 
transcripts there are four examples where spelling is 
being discussed. In the first example (Figure 4.12) 
Cubby points out to Boogie that he has misspelled a 
character's name. After debating the proper spelling, 
it becomes clear that both of them are mistaken as to 
the spelling of ’’Matt" because Cubby thinks that Matt 
has only one T and Boogie has put in three T's. In an 
attempt to regain face and affect a compromise. Cubby 
(line 256) offers to write in the character's full 
name for Boogie. 
Jock often reads parts of the story he is editing 
aloud to the group. He does this, for the most part, 
as a means of sharing areas of the story which he 
finds interesting. This appears to be the closest 
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245 C You put a couple • « t • 
of extra T'e in • t t • 
Matthew • • • • 
246 C Matthew's with • • • • 
one T • t t • 
247 C isn't it 4 • • 4 
248 B No t • t • 
249 B it has two T's • • • • 
250 C Well • • • • 
251 C you got T T T • • f f 
252 B Well • 9 • 
253 B I just wrote • • t 
Matt 
• • f 
254 C Because he d « t 
rather be called 
• • 
Matt • • 
2u J B Y £Lil 
» • « 
pob L Do you want his 
• » 
full name here 
• « 
Figure 4.12 
Example 1 of spelling correction. 
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or content of the stories in open group discussion. 
In the second example (Figure 4.13) he is reading 
Birdy's story aloud when he discovers an error. Birdy 
has finished a sentence with the word "any'' and it has 
no antecedent. Jock's reading of the line in some way 
implies a spelling error to Boogie (line 717), who 
suggests that Birdy may have meant “anywhere." 
However, Cubby jumps in, takes Birdy's paper, and 
reads it aloud (line 718). Cubby points out in both 
lines 721 and 722 that Birdy not only ended the 
sentence with the word but that it is also the end of 
the paragraph; thus, he assumes that the word must be 
a mistake. Over the course of the study both Cubby 
and Birdy have attempted unsuccessfully to position 
themselves as good writers, this incident seems to 
represent another bit of parrying in that on-going 
debate. 
Birdy reacts to Cubby's observation by suggesting 
that a comma may be placed after the word in question 
(lines 724-727), thus making it correct. However, 
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710 J (reads) I • 0 • 0 
LAUGHED TO • • 0 • 
MYSELF t 0 • • 
711 J AND SAID THAT • 0 0 0 
712 J ALCOHOL DOESN'T • • • 0 
GET YOU ANY • • 0 • 
713 A What • • 
714 J Birdy # • 0 
715 A Oh no * • 
716 A are you serious • • 
717 B Doesn't get you • t 0 
anywhere? 0 • • 
718 C (reads) DOESN'T • 0 • 
GET YOU ANY • 4 • 
719 A No • 0 
720 A seriously 
• • 
721 C It finishes 
• • 0 
right here 
• • 0 
722 C Why d you indent' 0 • 
it 
• • 
723 A I don t know 
• 0 • 
724 A Wait • • 
725 A I 11 put a comma • • 
there • • 
726 A so ya can read « • 
it 0 • 
727 A right • • 
• 
728 C Now • • 
729 C let me see 
• 0 
730 C (draws on paper) 0 • 
like this • • 
731 A Get out of here! • 4 % 
732 C Just wrote a big 
arrow 
733 C there 
734 J Shut up 
735 J Cubby 




0 • 0 
• • • 
0 « 
Figure 4.* 13 
Example 2 of spelling correction. 
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draws a big arrow on Birdy's paper correcting the 
mistake, while at the same time drawing even more 
attention to it (lines 728-733). This action is too 
much for Jock, and he enforces closure on the 
discussion (lines 734-735). 
A few minutes later, in a speech event during the 
same transcript as the previous example (Figure 4.14), 
Birdy finds what he believes to be an error in Jock's 
story. Birdy may be using this incident as a means of 
regaining lost prestige or of getting back at Jock for 
finding the mistake discussed in Figure 4.13. An 
indication of this is Birdy's reading aloud of Jock's 
story (lines 812-813) something which Jock does often 
but which is rarely done by Birdy. 
However, the plan backfires on Birdy. As Cubby 
informs him (line 818-819), Birdy is mistaken about 
Jock's having misspelled the word "hors d'ouvres." 
Rather than using this as a chance to vie for 
increased status at Birdy's expense. Cubby explains 
that he had also once made the same mistake (lines 
824-825). In response to this, Birdy apologizes to 































































































































































810 A What the hell • • 9 • 
does this say • « • • 
811 A Jock? • • f % 
812 A (reads) THEY « t • • 
STARTED TO DANCE • • • • 
813 A MISS PETERS, • • • • 
JEFFERS AND • • • • 
MYSELF STARTED • • • • 
TO BRING OUT • • • • 
HOAR-DA-VOUS! • • • • 
814 A (laughs) • # • • 
815 J Hors d ouvres • • % 
816 A Hors d ouvres « • • 
817 A (laughs) « f • 
818 C Hoars-da-vers 
• • 




820 A Hors d ouvres 
821 C Yah 
• • 
• % 








824 C I always used to 
• « 
say that • • 
825 C and I couldn't • • 
figure out what • % 
it meant 9 • 
826 A I m sorry % • 
827 A I didn t know • • 
828 A that s how « • 
you re supposed • « 
to spell it • • 
1 
Figure 4.14 
Additional aspects of example 2 
of spelling correction. 
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In a third example of spelling correction, (Figure 
4.15), which also occurs during the same class period 
as Figure 4.13 and Figure 4.14, Jock is once again 
reading one of Birdy's papers aloud to the group. It 
is not clear whether he miscues on the word 
“stiffening” in line 957 or purposely misreads it; 
however, it does get a laugh from Cubby. Based upon 
the previous two examples in which Birdy argued with 
Jock and picked on his story, Jock may very well be 
attempting to have some fun at Birdy's expense. When 
Birdy reacts to Jock's accusation of misuse or 
misspelling of the word (line 960), Jock asks Boogie 
to read the lines aloud. Boogie complies, and reads 
the word in question as “deafening,” which is what 
Birdy had both meant it to be and actually written. 
Birdy's response to Jock in lines 965-966 is part 
serious, and from its tone, part joking. However, the 
joking tone is socially necessary, as it should be 
noted that no one in the group would dare speak to 
Jock as Birdy does without implying that it was a 
joke. 
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4.4.2.3 Use of Word 
Another area of talk concerned with product 
correction, that is often noted in the transcripts is 
discussion of the word usage found in the various 
papers written by the group members. In the first 
example (Figure 4.16, part A) Cubby is questioning 
Boogie about the term "buckskin" as it is used in 
Boogie's story. Cubby is asking where Boogie heard 
the word, and suggests (line 056) that it may have 
been in Ms. Rhinehart's class. They all greatly 
dislike Ms. Rhinehart, whom they view as dictatorial 
and overbearing, thus this suggestion has negative 
connotations as is indicated by the coding charts. 
Jock (line 058) picks up on Cubby's question asking 
where the term had been discussed, thus possibly 
giving Cubby the authority to make the accusation 
(line 059) that he has never heard of such a horse 
before. Boogie closes the discussion with the 
determined response that it is a type of horse. He 
may not have won the debate, but at least he forces 
closure on an equal position. 
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945 J (readB) I PUT ON 
THE SUIT OF 
ARMOR 
946 J AND THEY DIDN'T 
NOTICE ME 
947 J BECAUSE THEY 
WERE 
PRE-OCCUPIED 
948 J I LIFTED MY 
SPEAR HIGH ABOVE 
MY HEAD 
949 J (laughs) 
950 J I LOOKED DOWN 
951 J TO THE 
952 J I LOOKED DOWN ON 
THE TWO LOVERS 
953 J AND I NOTICED 
THAT 
954 J THAT PHYLLIS WAS 
UNDERNEATH 
PATRICK 
955 J AND SHE NOTICED 
ME 
956 J AND SHE LET OUT 
957 J A STIFFENING 
SCREAM 
958 C a stiffening 
scream? 
959 C (laughs) 
960 A It doesn't say 
that 
961 J (to Boogie) What 
does it say? 
962 B It say [sic] 
963 B (reads) AND £HE 
NOTICED ME 
964 B AND LET OUT A 
DEAFENING SCREAM 
965 A (to Jock) Read 
the words! 
966 A You piece of 
shit 
967 J Yah 
z z o o c 
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Figure 4.15 
Example 3 of spelling correction. 
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In the second example of word use, (Figure 4.16, 
part B) Jock is reading Birdy's paper aloud to the 
group (see discussion for Figure 4.13), and he 
questions the use of the word "half” in a particularly 
graphic description. Birdy attempts to justify his 
choice of word, but his response suggests that he may 
not completely understand why Jock is questioning the 
use of "half" in the sentence. One explanation of 
Birdy's description of the gun (line 853) as being 
"big assed" may be that he is on the defensive and is 
punctuating his point with macho language. Whether it 
is the security offered by Jock's initiating the 
questioning, or the hint of desperation in Birdy's 
response. Cubby feels able to join the attack (lines 
854-855). His comments add credence to Jock's 
original question of why "half." It may be a trivial 
point, but it succeeds as an attack on Birdy's status 
as a writer. 
The third example of word use (Figure 4.17) occurs 
immediately after the previous one (Figure 4.16, part 
180 
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054 C Buckskin? « • • • 
055 C What'd you do • • • • 
056 C get that from • • • • 
Ms. Rhinehart's • « • • 
class • • • « 
057 C Buckskin! • • • • 
058 J Where was that t • • • • 
in class? « • f • « 
059 C I never heard of • • • • 
a horse called a 
buckskin 
060 B It's a kind of 
horse 
• • • f 
• • • q 
q • • • 
« • « * 
(G-2) 
846 J (reads) I BLEW « 
HALF OF HIS HEAD • 
OFF • 
847 J ACROSS THE ROOM « 
848 J THERE SPLATTERED t 
AGAINST THE WALL « 
849 J Half? 
850 A Well % 
851 A he's got the guy t 
852 A point blank • 
853 A with his big • 
assed gun • 
854 C You sure it's 
half 
855 C not 
three-quarters 
856 C or 
m oq 
U CO CO 
o 05 < -p d) 
(0 W W to c 











Examples 1 and 2 of word usage. 
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B), and is possibly an attempt by Birdy to get back at 
Jock for picking on his story. In it Birdy reads the 
end of Jock's story aloud to the group, a procedure 
usually favored by Jock. Once again it is Cubby who 
picks up on the error (lines 860-861), when he 
questions why in Jock's closing paragraph everybody 
lives happily ever after, if in the last few pages of 
the story all the major characters die. Even Boogie 
who is usually a staunch supporter of Jock, joins the 
group in picking on him (line 862) by accusing him of 
having written the story in the ten minutes just 
before it was due. However, Jock will not allow him 
to get away with the attack, and counters with a 
strong statement (line 865) about Boogie's not having 
completed his own paper on time. 
Birdy attempts to quiet Jock down (lines 866-867), 
but Jock confronts Boogie (lines 868-869) with a 
direct question, asking him what he meant by his 
comment. Boogie tries to back his way out of the 
situation by suggesting that it was only the last few 
182 
857 A (reads) AND THEY 
LIVED HAPPILY 
858 A EVER AFTER 
859 A (laughs) 
860 C Everybody died 
861 C and they lived 
happily ever 
after? 
862 B He wrote that in 
ten minutes 
863 J You're full of 
it! 
864 J I wrote that in 
ten minutes! 
865 J At least I wrote 
mine! 
866 A Hey! 
867 A Hey! 
868 J What do ya mean ' 
869 J I wrote it in 
ten minutes? 
870 B I was 
871 B like 
872 B you wrote your 
last two pages 
873 B in ten minutes 
874 J I did not 
z 
H O 






_„ „ o 



















o c 0) 0) -H o 
O (< 4) "H 
C 3 CX to O 4) 
0) -P -H H H ID D b U hUHfl II) 
6oo)3oa:<^o6o 
«<h (. huh at c on 
m a> p b w q js -h p 
PXOTKXh^EIO 
• • 9 • 
• 9 9 • 
« 9 • 9 
• 9 9 9 
• • • « 9 
« 9 9 9 9 
• 9 • 9 9 
« 9 9 9 9 
• • 9 9 
• • 9 9 
% • 9 
• 9 
« • 9 
9 • 9 
• 9 
• 9 
• 9 9 











Example 3 of word usage. 
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pages which Jock wrote in ten minutes. The other 
group members recognize that Jock is a person to be 
reckoned with, and even though he may be incorrect, 
they are all his friends, and they respect the force 
of his temper. 
In the last example of word usage (Figure 4.18, 
part A), Birdy uses the term "knickers” in his story, 
and Jock questions it with a mocking tone. In 
actuality, because the story is set in the 1920's, the 
choice of word is appropriate, and Birdy has already 
checked with the teacher about using it. However, he 
gives in to peer pressure (lines 399 & 402), and 
rather than explaining about his discussion with the 
teacher, he tells them that he had wanted to say 
something else in a more macho vein (lines 403-403). 
Jock uses the situation to demonstrate his position as 
group leader, and tells Birdy that he can use other 
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395 J (reads) YOU BEAT 
THE KNICKERS OFF 
ME 
t • 0 
« 0 0 
* 0 0 
396 J Man • 0 0 
397 B&C The knickers 0 0 0 0 
398 J That's what it 
6ays 
399 C Is that your 
story 
400 A Yuh 
• 0 0 
• 0 0 
1 0 0 
• 9 0 
• 0 
401 A (laughs) 0 • 
402 J Beat the living ‘ 
knickers off him 
403 A I was gonna put 
404 A beat the fuckin 
shit out of him 
405 A but 
406 J Ya can 
• 0 0 





0 % 0 4U( j it it 8 real 
0 % 1 lixe 

































































































































































176 C Stoppin' her 0 • 0 
fall? 0 t 0 
177 C This is a guy 0 • t 
178 C isn't it? 0 % 0 
179 J What? • • 9 
180 C This iB a male 0 9 
character • 9 
181 C isn't it? 0 0 
182 J Why 0 • 0 
183 J What did I put 0 • • 
184 C Her 0 • 0 
185 J I did? 
0 • 0 
186 C Stopping her 0 0 
fall 
• 0 
187 J Then change it 
• • 




4 of word usage and 
of pronoun reference. 
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4.4.2.4 Pronoun Reference 
The next two examples show where a confusion in 
pronoun reference makes it difficult for the reader to 
understand what is happening in the writer's story. 
In the first example (Figure 4.18, part B) Cubby is 
reading Jock's story and is confused as to whom the 
pronoun ,,her,‘ refers. He asks Jock and is told to 
correct the error for him. The interchange is very 
low key with little attempt by Cubby to gain status by 
taking advantage of Jock's error. 
In the second example of word reference, (Figure 
4.19, part A) Boogie is reading Cubby's paper, and he 
is not sure which character is which, or to whom the 
pronouns in the story refer. Cubby explains to him 
that the kid is Evil Entity (line 199); however, this 
then confuses Jock who has also read the story (line 
202). It is interesting to note how carefully Jock 
maneuvers his statements in lines 207-212 so as not to 
accuse Cubby too strongly of poor writing. This may 
possibly be due to Jock's worry that it could be his 
own misreading of the paper and not Cubby's writing 
which is at fault. However, it should still be noted 
186 
that these examples come from early in the study when 
the group has only been together for a short time. 
Later interchanges are not always so low key. 
4.4.2.5 Plot Structure 
The clarity of the plot line in their written 
stories is an area where group members appear to feel 
secure in pointing out weaknesses. In the next three 
examples there appears to be a pattern similar to that 
noted earlier in examples (Figure 4.16, part B; Figure 
4.17; Figure 4.18, part A) where Jock picks on Birdy 
twice and then Birdy counters by finding something in 
Jock's paper to criticize. 
In the first example of this section (Figure 4.19, 
part B) Jock questions Birdy about the actions of his 
main character. When Birdy attempts to explain, 
Boogie interrupts the conversation with a wry comment 
(line 701) about Birdy's main character stinking, 
which places Birdy further onto the defensive. As 
Birdy attempts to explain what his character is 
actually doing. Cubby comes in at the end of the 
/ 
speech event with a cutting comment to close off the 
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188 B What was the • • 9 9 
dude's name 9 • • • 
189 B that Buzz Saw • ft 9 9 
190 C Buzz Saw? « • • ft 
191 C the D.J.? 9 9 ft 
192 B No 9 • ft 9 • 
193 B Who was Death 9 ft 9 9 
after • t ft 9 
194 C Evil Entity 9 9 9 9 
195 B No 9 • ft ft 
196 C The kid 9 9 9 
197 B Yah • ft • 9 
198 C or are you 9 9 ft 
talkin about 
the D.J. 
199 C the kid is Evil 
Entity 
200 B OK 
9 ft ft 
9 ft ft 
• ft 9 
• 9 ft 
• • • 9 
201 J Well 9 ft 9 9 
202 J who was Buzz Saw 9 • ft 9 
Bob 9 9 ft 9 
203 0 Tho D.J. 
• • 9 ft 
204 C There was a 
radio announcer 
205 C or did you not 
understand that 
206 C that was a radio 
• • ft 9 
• • ft 9 
9 ft 9 
• ft ft 
* 9 9 
announcer 9 9 9 
207 0 I did 
• « 9 9 
208 J but t ft 9 ft 
209 J I thought that 9 ft 9 
it was f 9 9 210 J but 
• 
• 9 
211 J I thought that 
• ft • 
it was Evil « 9 • 
Entity 
212 J who was the dude 
who was 
| 9 9 
f ft 9 
• ft 9 
Continued, next page. 
Figure 4.19 
Example 2 of pronoun reference and 































































































































































213 J The way that you 
put it 
214 J I thought that 
• • t 
• • • 
t • 0 
215 J ah • 0 0 
216 J Evil entity was 0 • 0 
the dude who was • • 0 
21V J ah 
218 J Evil 
219 J I think you put 
Part B 
• 0 0 
• 0 t 











































































































































































695 J (puts down • t 0 
paper) This guy • • t 
was taking a • • 0 
bath in beer t • ♦ 
696 J Birdy • t 0 
697 J had him fill a • « 0 
tub with beer « • 0 
698 J and the guy's • 0 0 
drinkin' in the « 0 0 
bath tub 
1 0 • 699 J man 0 • 0 
700 A That s cause the 
• • 
guy s 
V* • • 




• • 0 
702 A No 
• • 




'04 A ana it be like 
7AC A f fUD A dn 
t /Ob A like 
7rv7 a • /O/ A ah 
1 
708 C Where d you get 
• • 0 
that from 0 • 0 
709 C a dream 9 0 1 
1 
Figure 4.19 continued 
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A few minutes later (Figure 4.20), in the same 
class as the example above, Jock is reading Birdy"s 
story aloud to the group and comes to a place where he 
once again questions the actions of the main 
character. Birdy offers an explanation (lines 
756-759), but Jock still questions him. At this point 
Cubby joins the discussion, and sarcastically gives a 
review of the plot action of Birdy"s story (lines 
765-769), ending with a direct question which requires 
Birdy to respond. However, Birdy is not given the 
opportunity to say much before Boogie breaks in with a 
repeat of his line (from Figure 4.18, part B) about 
the main character stinking (line 773), a point which 
Cubby quickly supports. Birdy is now very much on the 
defensive, and he is starting to become flustered as 
he explains to the group that he does not remember 
what he meant to have happen (line 782). Cubby offers 
a sarcastic retort (line 783) by mimicking Birdy's 
line. At this point, Jock assumes a position of 
authority and suggests that Birdy get to work on 























































































































































749 J (reads) I • • 
ESCAPED • • 
DOWNSTAIRS • • 
750 J AND STARTED THE • • 
PARTY • • 
751 J EXCUSE ME • • 
752 J the guy goes • • 
753 
down • • 
J and started the • • 
754 
party • • 
J and he goes back • • 
755 
up • • 































J where he s going 
• • 
J where he s been f • 
A No • 
764 A cause he's • 
765 C He runs up • 








C runs back up 4 
769 C and hops in the 
• 
770 





A it s • « 
A it s 
• • 
— 
Continued, next page. 
Figure 4.20 






































































































































































773 B Wouldn't he 4 • • • • 
stink? • « • • » 
774 C No kiddin'! • « t • • 
77 fa A No • • • 
776 A I don't think t • • 
777 A he ran back • • % 
778 
upstairs • • • 
A I think • • • 
779 A he just said • • % 
780 
781 
A excuse me « • • 
A and was gonna • • • 
tell em • • • 
782 
something • • • 
A I don t remember • • • 
783 C I don t know 
• 9 
784 
(sarcastic) • « 
J You d better 




Figure 4.20 continued 
A few minutes later (Figure 4.21), in the same 
class period as the two previous examples, Birdy finds 
the opportunity to get back at Jock. In an earlier 
class Jock had told Birdy that there was a big orgy 
scene in Jock's story. Birdy has just finished 
reading Jock's paper and he tells Jock that he has 
missed the orgy scene. Cubby cannot resist the 
opportunity to pick on Jock, and suggests (line 882) 
that Jock may have misspelled the word (which in 
reality he had). Jock becomes angry, and attempts to 
find the place in the story for Birdy. 
Birdy makes an excuse that he must have misread it 
(line 886), implying that his problem may have been 
Jock's handwriting (see Figure 4.10 and Figure 4.11). 
However, Cubby does not resist the opportunity to get 
in another shot at Jock's poor spelling and 
handwriting (line 887), and humorously suggests an 
alternative word for him. Jock finally finds the 
place, and Birdy reads it aloud to the group. It is 
not the place Jock had meant, and he grabs the paper 
and angrily points to the correct place. All of this 




























































































































































875 A Jock • • • 
876 A I missed the big t • » 
orgy • • • 
877 J You missed it? 9 • 
878 A Yah • 9 • 
879 A Where is it? 9 9 • 
880 A I must have • • • 
881 A like * • • 
882 C He must have • • • t 
misspelled it • t 9 • 
883 
884 
J Right here 9 • 
J man! 9 • 
885 
886 
A I read it 9 • • 
A but I probably 9 * 9 
couldn t read it 9 • • 
887 I went to the C 9 • • 
888 




J Oh 9 t 
J there it is 9 • 
A (reads) THEY GO f 9 
892 
TO X 9 A THEY WERE GOING • • 
893 
TO THE BIG 0RGEE • • 
A DOWN IN THE CAVE • • 
894 A (laughs) • • 
895 
896 
J No t • 
J Right here • • 
897 J man • * 
898 C What was it 9 9 




A (laughs) • • 
901 A A one line orgy! • I 
Continued, next page 
Figure 4.21 
































































































































































902 Right down there J 0 0 • 
903 J I had orgy down • 0 0 
there before • 0 0 
904 J I didn't get 0 0 • 
into details • 0 0 
905 J I just said that • 0 0 
906 J the guests • 0 0 
wanted to have • 0 • 
one • 0 0 





« 0 0 0 
iJ They all had one 
• t 0 0 
J except 
• 0 0 t 
J Reggie 
• • 0 • 
911 Right after 
Jeffers brought 
up the whores 
The hors 
A 
• • 0 0 
« 0 0 0 
912 







• 0 0 D bei s nave an 
• • 0 0 
orgy with the 
• • • • 
915 B 
hors d ouvres 
• • 0 • (laughs) 
• 0 0 
Figure 4.21 continued 
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Cubby has another laugh with a line that sets Birdy 
and the group into gales of laughter - "What was it, a 
one line orgy?" This witticism will be the cause of 
laughter for many classes to come. 
Jock then becomes truly defensive. He forcefully 
explains while jamming his finger down on his paper, 
that he had the orgy scene but did not go into 
details. He explains that he said that the guests 
wanted an orgy. Cubby (line 907), with mild 
astonishment, asks for further explanation, and Jock 
tells him that all the characters participated except 
for Reggie. 
Then Birdy takes the opportunity to get back in 
the discussion and also get in a shot at Jock. He 
makes a play on words based on the previous discussion 
of the spelling of hors d'ouvres (see Figure 4.14) 
which the others in the group find very funny, all 
that is except Jock. Once again this excerpt suggests 
that writing offers a means for positioning even at 
the expense of the macho image of the group's leader. 
4.4.2.6 Degcrip.tiv.e...Prose. 
The two examples of discussion about the quality 
of the prose in the papers of group members are the 
196 
only non-negative examples of plot correction in the 
study data. They are included here not only because 
of that difference, but for the notable aspects of 
their structure. 
The first example (Figure 4.22) has Jock once 
again reading aloud a part from one of Birdy's 
stories. He is doing this as a means of praising 
Birdy's writing, and states such in line 976. 
However, Cubby and Boogie quickly destroy this praise 
by indicating that Birdy has taken his plot from a 
film. Jock then reverses his praise and reprimands 
Birdy (line 994) for his actions. Birdy attempts to 
explain but Jock will not listen. 
The second example of the use of descriptive prose 
(Figure 4.23, part A) has Cubby saying that the 
setting of his story is not very good. Jock disagrees 
with him (line 085) and compliments it. This is a 
very rare example of a negative positioning gaining a 
positive response. 
197 
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968 J (reads) THAT « 0 « 
WOULD WAKE THE • « • • 
DEAD • • • • 
969 J AS SHE SCREAMED • • • % 
970 J IT STOPPED DEAD • • • « 
971 J AS I PLUNGED THE • • • • 
SPEAR INTO • • • * 
PATRICK'S BACK • • • • 
972 J THROUGH HIS BODY • • 1 • 
973 J AND INTO • « • • 
PHYLLIS' BODY • • • 
974 J RIGHT THROUGH • • • • 
THE BED • • 4 • 
975 J INTO THE FLOOR 
• • a • 
976 J Pretty powerful * • * * 
977 J Birdy 
• • • 0 
978 C What movie did 
• • • 
ya see that in • • • 
979 B Yah 
• « • 
980 B I saw that movie' « • 
981 B too 
• • • 
982 J Yah 
• « • 
983 J I seen that 0 f • 984 J that was Friday 4 • • 
the 13th 4 « • 
985 J wasn't it • « • 
986 J Yah • • « 
987 J it was 
• • • 
988 J Yah 
• « • 
989 J it was 
• • 
4 
990 A No 
« 4 
991 A No f a 
992 A I 
• • 
993 J Yah 







movies • a 
995 J Here (passes • • 
paper) 
• « 
996 A After I wrote it 
• « 
997 A I realized what $ • 
it was from 
998 J Yah 
999 A Yah 
1000 J Yah 
t • 
• 4 « 
« « 
• t • 
Figure 4.22 
Example 1 of descriptive prose. 
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4.4.2.7 Summary 
Product correction is an area of task-talk which 
is mostly used for negative positioning of another 
group member. Throughout all of the coding charts in 
this section, strings of dots in the negative column 
indicate statements, questions, and responses all of 
negative tone or intent. It tends to take the form of 
discussion about errors in the writing of a group 
member. In addition to the negative position or lower 
status in which it places the receiver, it also offers 
the speaker the opportunity to gain positive 
positioning by demonstrating his knowledge, or in some 
cases, wittiness. Given the analysis of the data, the 
following patterns or trends in social positioning 
seem to be evident in the talk of the peer group as it 
involves product correction. 
A. Product correction is used as a means to 
lower a group member's status, and can also raise 
the speaker's status through his ability to point 
out the error. 
199 
Part A 
084 C My setting is V • • 
not very good 9 • • • 
085 J It's pretty good 
086 C I didn't 
• • « « • 
« • « • 
087 C like • • • • 
088 C describe my * • • • 
setting at all 
089 C not a bit 
• • • • 
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182 J Ah • t • 
183 J good story • • • 
184 J (showing paper) • • • 
look at that ♦ f • 
185 J man! • • t 
186 J I'm on the front 
page 
• • • 
• • • 
187 B The front page 
188 B (laughs) 
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073 J Boy! 9 • • 
074 C What? 9 • 
075 C Did you find the • • 




of descriptive prose and 
and 2 of peers in papers. 
200 
B. Product correction tends to be limited to 
areas where there is not much flexibility as to 
right or wrong, such as spelling, physical 
appearance of the product, word usage, and pronoun 
reference. 
C. Reading aloud of a member's writing is a 
means of drawing attention to the member's work, 
and usually offering a position of status for the 
writer. 
D. Writing and the writing process offer areas 
of discussion where even the group leader can be 
challenged, especially if there is support from 
other group members. 
E. Peer pressure and peer interaction may work 
to keep group members from criticizing each other 
too strongly. 
4.4.3 Peers,in Papers 
Another pattern or trend which appears in the 
discussion of task is the use of peer group members as 
characters in each other's writing. As the coding 
charts indicate, this form of positioning can be used 
either for positive or negative purposes by placing 
the group member in the role of a respected character 
201 
or in the persona of a despicable one. The four 


















4.4.3.1 Positive Use of Peers 
In the first example (Figure 4.23, part B) Jock 
compliments Cubby on his paper (lines 182-183). Then 
he points out to Boogie (line 184) that Cubby has used 
Jock as a character in his story. Jock's character in 
Cubby's story appears on the front page of a newspaper 
(line 186) and Boogie compliments Jock by suggesting 
that he would be good copy. 
The second example of the use of peers in the 
writing product (Figure 4.23, part C) is a brief 
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speech event which occurs between two long breaks of 
silence where the group members are busy reading and 
writing. In it Jock is surprised (his tone implies 
pleasure) to find himself used in Cubby's story. 
Cubby seems to be aware of what Jock's reaction 
indicates. Possibly he has been watching Jock as he 
reads, waiting for the reaction of discovering himself 
in Cubby's story, as he seems to be aware of what Jock 
means by his statement. 
4.4.3.2 Negative Use of Peers 
In the third example (Figure 4.24, part A) Cubby 
is reading Boogie's paper and discovers that Boogie 
has used him as a character in his story (line 106). 
Cubby's tone (lines 108-110) suggests that he is not 
pleased with the way Boogie used him in the story, and 
Boogie (line 111) offers to change the name of the 
character so that Cubby will not be recognized. Jock 
suggests that he can use something else, but Cubby 
prefers his name to be changed. ‘ 
In the last example of the use of peers in the 
writing product (Figure 4.24, part B) Cubby is reading 
a draft of the beginning of Boogie's story and picks 
203 
Part A 
106 C Boogie wrote 
somethin' about 
me 
107 J (laughs) 
108 C He told me he 
did 
109 C and now I find 
out 
110 C that he did 
111 B I'll change the 
name if you want 
112 J He can always 
add your ( ? ) 
113 C I'd rather he 
changed the name 
z 
I o 
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but there's no 
bushes on the 
side 
There doesn't 
have to be 
Yah! 
Well 
It Bhould (lost 
words) 
Boy! 
Am I gonna write 
some bad shit 
about him 
Figure 4.24 
Examples 3 and 4 of peers in papers. 
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on its setting. In reaction to this. Boogie threatens 
to write something bad about Cubby in his story (line 
083). 
4.4.3.3 Summary 
The use of peers as characters in group member's 
stories appears to be a means of affecting the social 
position another group member, by offering either a 
compliment or an insult. It is done through the 
writing, and thus may have a delay of a week or so 
before being read by the member who has been 
referenced. Given the friendship of the group 
members, it would therefore make sense that the use of 
a member as a character in one's story should be for 
positive purposes, because even if one were angry with 
the person on a given day, a week later one would 
probably be over it. However, as the examples 
indicate, this does not seem to be the case, because, 
as the coding charts indicate, there are equal 
occurrences of positive and negative use of group 
members as characters in stories. 
In addition, there is long-term effect to this 
process because the students are aware that at the end 
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of the school year they will again read each other's 
stories in a final evaluation of their writing 
folders. It may be that they wish to remind the 
others of whatever praise or admonition was originally 
given. There appear to be two trends or patterns in 
the use of peers in papers. The coding sheets 
indicate both positive and negative use of the other 
group members as characters in the writing. 
A. Using a peer group member as a character in 
one's story is a means of both positioning the 
peer to a higher or lower status, and also of 
defining the relationship between that peer and 
the writer. 
B. There is an expected long term effect in 
the use of peers as characters in stories, as the 
writer is aware that the peer will read the paper 
weeks or even months later. 
4.4.4 Brainstorming for Product Ideas 
Of the four areas of task-talk being discussed in 
this study, that section concerning brainstorming of 
ideas is the most complicated to code on the charts. 
This difficulty is partly due to the negative 
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reactions on the part of the listeners (i.e., 
receivers of the suggestions) in most of the 
examples. The expectancy would be for those being 
offered ideas or assistance to be pleased with the 
offer, but in all cases as indicated on the coding 
sheets, the group member receiving the suggestion was 
not pleased by it and gave negative reaction. The 
patterns which have emerged from the analysis of this 
section of the data have been grouped into three 
categories: questions about another's story, 
explanations about one's own story, and suggestions 





























[ React ion)—i 
[Negative 
4.4.4.1 Questions about Another's Storv 
In the first example (Figure 4.25) Cubby asks Jock 
what his story is going to be about. Jock's 
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indefinite response (lines 241-243) prompts Cubby to 
ask further questions which he phrases in the form of 
suggestions. It may be this form of questioning that 
bothers Jock, for his response is given with negative 
overtones. 
In the second example of questions about another's 
story, (Figure 4.26) Cubby is basically asking Boogie 
the same question as the one he previously asked Jock 
about what he was planning to write in his story. 
Boogie's response is inaudible, but whatever it is. 
Cubby begins to make a suggestion as to what could 
happen in Boogie's story. Boogie's retort (line 272) 
has a tone of disbelief and annoyance to it. However, 
this does not deter Jock from joining the discussion 
and offering his own suggestions in the form of 
questions. Both Cubby and Jock continue to help 
Boogie with lengthy suggestions for ideas, even though 
his response (lines 292-293) has a very negative tone 
to it. In the end Boogie finally affects closure with 
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239 J Huh? • • 
240 C What's it gonna • 
be like? i 
241 J I don't know • « • 
242 J It's gonna be • • # 
like a • • • 
243 J (clears throat) • • • 
244 C Is it takin' • 
place in a house t 
245 C or like a guy • 
chasin' around • 
246 C killing • 
everybody all • 
over town? • 
247 J Naw 
• 
248 J I don t know • 
249 J It s gonna be • 
one house $ 
250 J right now t 
O 03 P 
-«-t -H Q 
CO CO 0) 
O (X < -P <U Ufl 
to W W flJ C 00 
0) W O .C -H 3 
T3 ft w J B O 
Example 
Figure 4.25 






















(who has been 
busy with his 
folder) What are 
you planning to 
do with your 
story 










a hundred miles 
to the nearest 
town 
Are they all 
gonna wake up 
and just say 




have part of it 
be 
like 
part of it be 
ah 
where they're 
all doin' the 
same thing 
Continued, next page. 
Example 2 
Figure 4.26 
of questions about stories. 
210 
284 C Or 
285 C you can be there 
286 C like 
287 C ah 
288 C is this all 
going to take 
place over a day 
292 B No 
293 B just the one 
night 
294 J And 
295 J then write 
296 J every night the 
same thing! 
297 C And 
298 C like 
299 C nobody 
300 C everybody was 
afraid of 
dropping in 
301 C on everybody 
else 
302 C and 
303 C nobody would 
notice 
304 C that everybody 
was doin' the 
same thing 
305 C And 
306 C then 
307 C like 
308 C realize at the 
end that 
309 B No 
Figure 4.26 continued 
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In the third example of questions about another's 
story, (Figure 4.27, part A) Birdy asks Boogie what he 
is writing. This interchange takes place at a time 
when Boogie has been doing well with his writing, but 
when Birdy has been having problems. There seems to 
be a tone of jealousy or sarcasm in Birdy's voice when 
he asks Boogie what he is writing. Birdy's tone 
suggests a possible explanation for Boogie's rather 
crude response (lines 283-284). Birdy does not accept 
Boogie's response without an equally crude retort. It 
is not spoken with any hint of humor in his voice, and 
possibly, due to that omission, Jock intercedes to 
settle things down and affect closure. 
In the next two examples of questions about 
another's story the title of the students' stories is 
the topic of discussion. In the first one (Figure 
4.27, part B) Birdy is reading a rough draft of the 
beginning of Jock's story and wants to know what 
Jock's title is. Neither of them seem to have a title 
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279 A (laughs) • t • 
280 A Boogie • • % 
281 A what are ya t • t 
writin' about? t * • 
282 A what's ya story • • • 
about? • * • 
283 B Dickheads • • • « 
284 B like you * • f • 
285 A If I was a • • 
dickhead • 
286 A you'd be suckin' • 
me • 
28V J Ah 
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144 A What's the title • • • 
of your story « • • 
145 J Mine • « • • 
146 J I didn't have • • • • 
one • f • 
147 A Me neither • • • 
148 A I'll just put 
149 A Jock's story 
150 J If you keep that 
shit up 
151 J I ain't gonna 
write nothin' 




• • « • 
• • t t 
f • • • 




Example 3 of questions about stories 
example 1 of titles of stories. 
and 
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paper (lines 148-149) which greatly upsets Jock. In 
the end, Birdy suggests that he put down "suspense" as 
Jock's title. This second offer of a title, possibly 
suggests that the offense felt by Jock at the offer of 
the first title was not in the offer, but somehow 
located in the title itself. It is unclear why 
"Jock's story" should have offended him as a title. 
In the other example (Figure 4.28, part A), as a 
possible means of discussing his own title. Cubby asks 
Boogie what his story is titled. Boogie's response of 
"I don't know" leaves an opening for Cubby to start a 
discussion about his own story. However, Boogie does 
not give Cubby the opportunity to talk about it, 
instead he quickly offers a title for his story (line 
042). 
4.4.4.2 Explanations about One's Own Storv 
The next set of examples illustrate a situation 
where the student is attempting to discuss the topic 
of his writing with other group members. Five of the 
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039 C (to Boogie) Got « 4 • 
a name for your • « • 
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041 C I know what the f « 9 
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042 B Death Valley « • • « 9 
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P 4) W Q ,C -H 3 
235 C I know what • • t 
mine's gonna be . « • * 
about • t • 
236 A What the hell « • • • 
237 A ah • • • • 
238 A I'm in a bar • • • « 
239 A What's in a bar? • r • • 
Figure 4.28 
Example 2 of titles of stories and 
example 1 of explanations oi stories. 
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or no reaction from the listeners. The remaining two 
examples are of Boogie telling about his ideas for a 
story and he meets with positive reaction from his 
listeners as indicated on the coding sheets. As these 
examples come from across the study and seem to have 
the same sociolinguistic descriptors (see appendix A 
for charts), it may be assumed that the difference in 
response reactions could be due to the social status 
of the speaker in the group. 
In the first example (Figure 4.28, part B) Cubby 
attempts to tell about his story and Birdy ignores him 
by continuing to talk about ideas for his own story. 
In the second example of explanations about one's 
own story, (Figure 4.29, part A) Cubby once again 
offers information about his story, and once again 
Birdy ignores him. 
In the third example (Figure 4.29, part B) Cubby 
tries twice to discuss his story and both times he 
meets with silence from his listeners. The speech 
utterances in-between the two speech acts are by other 
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240 C In mine 
241 C somebody checks 
the place out 





bullit shell « 




244 C He falls asleep * 
245 C and the thing • 
with the bullit • 
„ shell f 
C ah 
t 
^4/ C sombody s gonna • 
get killed up in • 
that room 
• 
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207 C All I know is • # • 
208 C that * ♦ • 
209 C mine's gonna be • ♦ % 
playing with • • • 
demo records • • • 
(break) 
(long silence • t • 
during which all • 9 • 





218 C this guy does f 
• • 
f 1 9 
Figure 4.29 
Examples 2 and 3 of explanations of stories. 
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In the fourth example (Figure 4.30) Cubby once 
again tries twice to get someone to listen to the 
ideas for his story, and finally after the second 
attempt. Boogie responds (line 212) with a 
half-hearted "what.” However, as Cubby continues to 
explain the plot of his story, he once again meets 
with silence. The interim talk (lines 217-219) 
between the last two speech acts is among other group 
members. It is interesting to note that Cubby assumes 
an open-state-of-talk twice in this example (lines 210 
& 220); this is possibly an indication either of his 
ease in dealing with the proceedings or his 
desperation to gain an audience. 
In the fifth example of explanations about one's 
own story, (Figure 4.31) Cubby does get a response to 
his ideas from Boogie (line 258), in the form of a 
question, thus giving Cubby a reason to continue with 
his relating of his plot. However, when Cubby does 
continue. Boogie responds sarcastically (line 262), as 
does Jock (line 265) a few lines later. 
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203 C Now I remember 
• « t 
204 C I find a bullit " 
« • • 
shell 
• • • 
205 C down a grate 
• • • 
(break) 
^lU C (r6duB) BULLIT 
• • • 
SHELL UNDER 
• • • 
GRATE 
• • • 
211 C IN FLOOR f • • 
O 1 O O f aTU -.4-0 lb d wnat« 
• • • • • • bio u i iind dL bullit 
• • • 
snell 
214 C under the grate 
215 C and all of a 
sudden 
216 C I fall asleep 
• • • 
« • • 
• • f 
« • 
f t • 
(break) 
^•bU v dnu i woKu Up in 





4 of explanations of stories. 
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In the next two examples Boogie relates ideas for 
his stories which receive favorable reaction from his 
listeners. This may in part be due to the off-color 
nature of his subject matter, and partly to Boogie's 
social position within the group. Though quiet and 
shy in class. Boogie is the most experienced of the 
group members in adult activities. This gives him a 
certain status in the group and may account for the 
attention and positive reaction his writing ideas 
receive. 
In the first example (Figure 4.32, part A) Boogie 
notes that his characters are all nude. Birdy laughs 
and questions this (line 560), but Boogie tells him 
that there is nothing wrong with it. Jock then joins 
the discussion and proudly confirms Boogie's boast. 
In the other example (Figure 4.32, part B) Boogie 
tells how he is going to handle the transition into 
the past in his story. Though it is off-color, Jock 
(line 269) heartily supports him. 
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256 C See • • 
257 C and I found the . « • 
bullit shell in . • • 
there • % 
258 B An old bullit • % • « 
shell? • « « 
259 C Yah • • 
260 C He's gonna look • • 
at the bullit • t 
shell • • 
261 C and he's gonna t « 
go back in time • • 
262 B Ingenius! « t • • 
(sarcastically) • • • • 
263 C He 11 sniff the 
gunpowder 
264 C and he 11 go 





265 J A rush! • • t • 
(sarcastically) • • • • 
Example 
Figure 4.31 
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557 B Everybody in my . * 0 0 
atory 
558 B came in the nude. 
• 0 0 
f 0 0 
559 A (laugha) • 0 « 0 0 
560 A Birthday suits t 0 0 0 
561 B Nothin' wrong 
with that 
« 0 0 
0 0 0 
562 J That's what his 0 0 0 0 9 
whole place is 0 « 0 0 0 
going to be like 0 0 0 0 0 
563 J all of em 0 » 0 0 0 
564 B It s a nudist 0 0 0 
mansion f 0 0 
565 J (laughs) 0 0 0 0 
566 A (giggles) 
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266 B I'll have a pair 0 0 0 
of panties 0 f 0 
267 B and he'll smell 0 0 0 
'em 0 0 0 
268 B wake up in a 0 0 « 
whorehouse 0 0 0 
269 J That's a good • 0 0 0 0 
one 0 « 0 0 0 
270 J (laughs) 9 9 0 0 0 0 
Examples 
Figure 4.32 
1 and 2 of ideas for stories. 
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4.4.4.3 Suggestions for Another's Story 
The last two examples in the area of ideas for 
production are in the form of suggestions for plots of 
other writer's stories. What separates these two 
examples from those in Figure 4.25 through Figure 
4.28, part A is their form. In the earlier examples 
the speaker offered ideas for plot development after 
having first opened the topic by asking questions 
about the writer's work. In this first example 
(Figure 4.33, part A), Cubby offers advice to Jock 
which has not been solicited. Even though Jock is 
having problems with his writing as is indicated by 
his statement in line 418, he still ignores Cubby's 
suggestion. 
In the second example (Figure 4.33, part B) Jock 
announces to the group that he is at a loss for ideas 
and Cubby offers him a suggestion as to how to begin 
his story. It is interesting that in offering this 
advice. Cubby mimics Jock's way of speaking and even 
t 
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411 C Hey (to Jock) « f • 
412 C I got an idea V • • 
413 C find an old half • • 9 
printed ? * 9 
newspaper • # 9 
414 C still in the • • # 
press * • 9 
415 J I know what 
416 J ah 
% * « • 
f 9 
417 J I have a list of 9 « 
things I'm going • • 
to find 9 • 
418 J but I can t 
think of 
anything at all 
what my story s 
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463 J I don't know 9 9 9 
what to write • t • 
464 C (mimicking) Da 9 9 9 t t 
465 C we go off da bus • 9 9 • • 
466 C da 9 % 9 9 • 
467 C we walked to the 9 % 9 9 • 
house 9 9 9 9 9 
468 C da 9 9 9 9 9 
469 C we got da stuff • 9 « • • 
470 ALL (laugh) 9 9 9 9 % 
Examples 1 and 2 
Figure 4.33 
of suggestions for stories. 
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The remainder of the group find this very funny; 
however, Jock's reactions are not identifiable on the 
tape as he remains silent. 
4.4.4.4 Summary 
Talk about ideas for the writing product takes 
various forms, three of which have been identified as 
questions to elicit discussion about other writer's 
ideas, offering information about one's own ideas, and 
offering suggestions about another's writing. From 
these areas certain trends or patterns have been 
identified. 
A. Questions to elicit discussion of content 
or titles of another member's writing while the 
writing is going on do not meet with positive 
reaction on the part of the writer. 
B. The process of attempting to gain an 
audience or positive response for one's plot ideas 
appears to be connected to the content of the 
ideas and to the social status of the speaker. 
C. Unsolicited ideas for writing are not 




In this study, two types of talk are found to 
dominate the conversations of the peer group members 
during peer-centered writing time, they are 
storytelling and task-talk. In the five transcripts 
under analysis in this study, 578 speech utterances 
were identified as being storytellings. This 
represents 22% of the total utterances in the 
transcripts. 
Storytelling or narrative as defined by Labov is a 
"method of recapitulating past experience by matching 
a verbal sequence of clauses to the sequence of events 
which actually occurred" [1972, p. 359]. Though Labov 
identifies a minimal narrative of only two clauses, in 
this study (as in Shuman's [1986] work) it is the 
extended narrative of multiple speech acts which is of 
interest for its ability to help the narrator hold the 
floor for a longer period of time. 
These storytellings are usually introduced by a 
framing utterance. Goffman [1983] notes the tendency 
for speakers to frame specific types of discourse such 
as jokes, readings, asides, and storytellings to 
distinguish them from standard dialogue. In the 
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example below (Figure 4.34), Cubby frames his 
storytelling in line 471 by stating whom the story 
involves (his parents), when it occurred (last year), 
and what they did (freaked him out). He goes on in 
the next four utterances (lines 472-475) to further 
set up his story. He then starts a typical "they 
said" recital in sequential order. 
Various attempts to find commonalities among the 
storytellings in the transcripts indicate that they 
can be categorized by their subject matter and 
narrative point of view into four types. The most 
common is the story in which the narrator is directly 
involved as the central character. This type of 
storytelling represents 192 speech utterances or 33% 
of the storytellings. The next most common type is 
the storytelling about media events in which the plot 
of a film or the content of a television program is 
retold. Media based storytellings represent 164 
speech utterances or 28% of the total storytellings. 
Almost equal in occurrence to each other are 
storytellings about friends of the narrator (108 
speech utterances or 19% of the storytellings) and 
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471 C My parents freaked me 
out last year 
472 C They were just kiddin' 
473 C They played a joke on 
me and my sister 
474 C They were sittin' 
there at the supper 
tab 1 e 
475 C and they both said it 
at about the same time 
476 C They said 
477 C you guys want another 
baby brother or sister 
478 C and we both 
479 C ah 
430 A Yah 
481 A every parent does that 
482 A (1aughs) 
483 C and they said 
484 C just kidding 
485 C and my dad goes 
486 C let's do it 
tlQ 0 CD 0 
£ tm 000 
•H £ £ £ £ £ to 
•H O O (d O O £ 
<H IQ CQ £ ,£ 
Figure 4.34 
Sample of a storytelling coding. 
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oral readings of stories written by group members (112 
speech utterances or 20% of the storytellings). The 
oral reading of student writing can also be 
categorized under the heading of task-talk and is 
better suited to discussion in that section; however, 
its inclusion here is to statistically illustrate the 
connection of storytelling with the writing process 
(see Table 4.2). 
Table 4.2 









1 fit person 
storytellings 
192 33% 22 
Friends in 
storytellings 
108 19% 36 
Media related 
storytellings 
164 28% 00 
Oral reading 
of writings * 112 20% 112 
Total 578 = 22% of all speech utterances 
* These can also be classed as task talk 
Storytellings connected to the written product 
represent 170 speech utterances, 112 of which are oral 
readings of student-produced writing. Of the 
remaining 58 speech utterances, 22 are contained in a 
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storytelling by Jock about how he came to write one of 
his papers, and 36 represent a storytelling by Cubby 
about how he came to use the term "cornholder" in his 
writing. Other storytellings, though not directly 
connected to the writing product, are often used as a 
means of trying out ideas which may become plots for 
written stories. This is most evident in three 
storytellings by Cubby where he tries out various 
ideas to help him create a plot for his own writing. 
These three storytellings represent 164 speech 
utterances. In total 334 speech utterances or 58% of 
the storytellings are writing connected. 
The storytellings in which the narrator is the 
main character receive more positive listener reaction 
than do the other categories of storytelling. This 
may be due to the narrator's direct involvement in the 
story, making it more viable to the listener. It may 
also represent a degree of respect on the part of the 
listener for the narrator, in as much as the narrator 
has a first hand and personal involvement in the story 
being related. 
The storytellings in which a friend or relative of 
the narrator plays the major role are less positive in 
their listener reaction than those where the narrator 
is the main character. In this case it appears that 
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the listener's connection to the subject matter of the 
story may also play a part in his degree of interest. 
Of least interest to the listener, and receiving 
the most negative reaction, are the storytellings 
which are concerned with media events such as films 
and television programs. For the most part these are 
simply retellings of the event with additional 
comments by the narrator acting as an evaluation of 



















The following sections look at three major types 
of storytellings found in the transcripts, those about 
self (5 stories or 192 utterances), about others (4 
stories or 108 utterances) and about media events (4 
stories or 164 utterances). 
4.5.1 Stories about the Narrator 
In the five transcripts there are five stories in 
which the narrator is also the central character. 
These five are Boogie's car accident. Cubby's telling 
about the substitute teacher, Jock explaining how he 
came to write his paper. Cubby's relating how his 
parents joked about having a baby, and Cubby's 
experience in the pool hall. In all of these stories 
there is indication on the part of the listeners that 
the speaker is being adhered to and that the story is 
being given some degree of validation as being worthy 
of the listener's time. 
4.5.1.1 Boogie's Car Accident 
In the first example (Figure 4.35) Boogie is 
telling the group about a car accident he had on the 
previous weekend. The questions in lines 1, 4, 8-9, 
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15, 17, 21, 23-24, 66, 67, 69-72 and 75 indicate 
interest on the part of the listeners in the events of 
Boogie's story. As was mentioned above, questions 
used as response tend to indicate more involvement 
than a statement would. The comments by Jock in lines 
26-27 and Cubby in lines 77-78 show their admiration 
of Boogie and his involvement with macho things such 
as drinking and car accidents. There are 18 positive 
reactions to Boogie's storytelling. 
4.5.1.2 Cubby's Substitute Teacher Storv 
In this example (Figure 4.35) Cubby is telling the 
teacher about the events of the previous day when, in 
the teacher's absence, the class was taught by a 
substitute. The teacher by his questions and comments 
(lines 119-121, 138, 145-148, 155-159) shows interest 
in the story, but the members of the group are also 
supporting Cubby's storytelling as is indicated by 
Boogie's reaction in lines 136-137 and lines 153-154. 
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Got hit? A • 9 • 9 
B I hit a telephone pole • 9 
003 B right in the middle • • 
004 A Did ya have insurance? • • 9 9 
005 B Probably • 9 
006 J Huh • • 
007 B I fuckin' went hog wild • 9 
008 C Where is it now f 9 9 • 
009 C at your house? • 9 9 9 
010 B No * • 
012 B it's at a place • • 
013 B where • 9 
014 B ah • • 
015 C Is it totaled? • « 9 • 
016 B Kinda • • 
017 C Enough not to drive? « 9 • • 
018 B Yah • • 
019 B Beaner and I made • 9 
020 B 
it to Worthington • • 
cause I was tryin' • • 
to go home V t 
021 
022 
Were you hammered? A • 9 • 9 
B Not that bad 9 • 
023 Cocked C 9 • 9 • 
024 C then? 9 • 9 9 
025 B A little * • 
026 J He was fucked up 9 • 
027 J put it that way 9 9 
063 B The telephone pole was 9 • 
064 B 
laying on the ground • • 
in three pieces • • 
065 B and the power lines 9 • 
066 
were in the road 9 9 
A In the road? 9 • 9 9 
Continued, next page. 
Figure 4.35 
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067 C Did ya have to • • • * 
068 B 
pay for it? 
Really 




Did ya go and try C • • • • 
C and call someone • « « • 
071 
072 
about it • • « • 
C or did ya 
• • « • 
C just try goin' home? • • • t 
073 B I called my father • % 
074 B after I did it • • 
075 What d ya tell him? C • • • • 
076 B I hit a telephone pole • • 
077 
078 
C Yah • • 
C dust a little one • • 
Figure 4.35 continued 
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116 C (to teacher) Did you 
get a bad report 
117 C from the substitute 
118 C yesterday? 
119 T No 
120 T Why 
121 T Were you mean to her? 
122 C No 
123 C We didn't do anything ba< 
124 C She just said that 
125 C ah 
126 C We 
127 C I can't think of what 
she said 
128 C She said somethin' 
129 C like 
130 C she 
131 C she said we were the 
first 
132 C we were the first class 
that she'd had any 
trouble with 
133 C all day 
134 C or somethin' 
135 C She really didn't have 
any trouble with 
136 B Jock tried goin' 
through the window 
137 B that's all 
138 T Which window? 
139 C He fell over 
140 C almost fell over 
backwards in the chair 
141 C and he grabbed onto the 
curtain 
142 C to steady himself 
143 C you know 
144 C and she started screamin' 
Continued, next p^age. 
Figure 4.36 
Cubby"s substitute teacher storytelling. 
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145 T The curtain? 
146 T That means 
147 T he was sitting over the 
148 T huh? 
149 C Yah 
150 C we moved over there 
151 T I see 
152 C Why did we move over 
there? 
153 B Cause I did 
154 B They followed me 
155 T Oh 
156 T It wbb all because 
157 T Boogie was sitting over 
there 
158 T That's how Boogie got 
back in the group 
159 T the group moved over to 
join him? 
160 J Yuh! 
161 J We wanted to sit with 
Boogie 
-Loz (onerry from next table) 
She said we were the 
worst she ever had 
163 C It was all his fault 




doin my work 
Yah! 
167 B Right 
168 B Boy! 
169 C Right! 
170 C Boogie 
171 C It was all Jock's fault 
172 C He started tippin' over 
his chair 
173 J You bet! 
Figure 4.36 continued 
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4.5.1.3 Jock's Writing...S.tD.ry 
In this example (Figure 4.37) Jock explains how he 
came to write part of his story. He connected it to 
some lines from a song. Birdy shows interest with 
"yah” in lines X419 and X430, and keeps the story 
going by asking a question in lines X431-X432. 
4.5.1.4 Cubby's Parents' Baby Story 
In another storytelling (Figure 4.38) Cubby 
relates a discussion with his parents which occurred 
at the dinner table. Birdy in lines 480-482 supports 
Cubby's story, but Jock in lines 487-489 in connecting 
with Cubby's story opens the opportunity for Birdy to 
pick up on the implication in line 489 ("but my dad 
can't") and change the storytelling from one by Cubby 
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X416 J See what 
X417 J see what I got underlined 
right now 
X418 J down there? 
X419 C Yah 
X420 J (sings) Down by the 
sea side 
X421 J (sings) see the boats 
go sailin' 
J I started singing 
J hey 
J after I wrote that line 
J (laughs) 
J It was the last part 
J I stopped 










X430 A Yah 
X431 A What 
X432 A you wrote the rest 
this morning? 
X433 J I think I 
X434 J No 
X435 J not all of it 
X436 J I stopped a little bit 
after that 
X437 J because I 
X438 J after I finished it 
X439 J I'm like 
X440 J Aaw man 
X441 J I want to listen to that 
X442 J so I put it on 
X443 J that s when I fell asleep 
X444 J (laughs) 
X445 J after I wrote that 
Figure 4.37 
Jock's writing storytelling. 
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471 My parenta freaked me 
out laat year 
C 
472 C They were just kiddirT 
473 C They played a joke on 
me and my sister 
474 C They were sittin' there 
at the supper table 
475 C and they both said it a 
about the same time 
476 C They Baid 
477 C you guys want another 
baby brother or sister 
478 C and we both 
479 C ah 
480 A Yah 
481 A every parent does that 
482 A (laughs) 
483 C and they said 
484 C just kidding 
485 C and my dad goes 
486 C let s do it 
487 J Yah 
488 J my parents said that 
they really wanted to 
489 J but my dad can't 
480 C I knew it couldn't 
happen because they 
481 A Sterile Darryl? 
482 J No 
483 J he 
484 J ah 
485 J (?) 
Figure 4.38 
Cubby's parents' baby storytelling. 
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4.5.1.5 Cubbv's Pool Hall_Story 
In response to a previous comment about a mutual 
friend. Cubby tells a story (Figure 4.39) about 
playing pool. Birdy makes a comment in lines 317-319 
which indicates his interest in Cubby's story and then 
in line 320 asks a question which keeps the story 
going, as does Jock in line 323. However, Boogie's 
comment in line 329 about a girl mentioned in Cubby's 
story gets a reaction from Jock who then changes the 
subject. 
4.5.1.6 Summary 
Not all of these storytellings are equally 
successful in gaining social positioning for the 
storyteller, but all of them give the narrator a 
chance to hold the floor and be the center of 
attention. Boogie's car accident storytelling set him 
in the center of group interest, as is indicated by 
the numerous questions and comments from the other 
group members, and it keeps him at the center of 
interest for an extend period of time. Cubby's 
storytelling about the antics of the peer group during 






















I was shootin' pool 
with him 
and he had all the 
balls in 
You guys think they're 




I haven't played in 
about three weeks 





and it went chink 
she broke 
and all the balls went 
down the other end 
She smokes like a 
chimney 
(laughs) 
Guess whose not going out 
with a college girl now 
What happened to Kathy? 
She's going to college 
I can't get her 
Figure 4.39 
Cubby's pool hall storytelling. 
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successful in that it generates group input and 
involvement and keeps him at the center of not only 
the group's attention but also that of the class and 
the teacher. 
Jock's storytelling about the process of creating 
his written product is directed only to Birdy, but is 
successful in that it does gain Birdy's attention and 
creates interest on Birdy's part to continue reading 
Jock's paper. 
Both of Cubby's other storytellings, that of the 
pool hall and of his parents' joke about having a 
baby, do not succeed in keeping him in the center of 
the group's attention for very long. However, they do 
work to get him some group interest and place him in a 
position of directing the further conversation of the 
group. 
All five of these examples of storytelling, in 
which the narrator is the main character, receive 
interest and positive reaction on the part of the 
listeners, this in not the case in the next two types 
of storytelling. 
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4.5.2 StQrJ.es about Friends of the Narrator 
There are four storytellings which involve friends 
or relatives of the narrator as the main character in 
the story. They are Birdy's story about Seth, Cubby's 
story about his father's job as a gravedigger, Birdy's 
story about his brother's video viewing habits, and 
Cubby's story about Jim Young in the bar. Most of the 
listener reaction to these storytellings is positive, 
but the interest in the stories seems to be generated 
/ 
by a connection on the part of the listener with the 
subject of the story rather than by the narrator's 
involvement in the story. 
4.5.2.1 Birdy's Story about Seth 
Birdy starts off his storytelling about Seth 
(Figure 4.40) as if he is directly involved (line 365) 
but once Jock shows interest (line 368) Birdy switches 
to a third person narrative about Ankle Pockets 
picking on Seth. This is a topic which would most 
probably capture Jock's interest because Seth has been 
attempting to date Jock's stepsister, a point which 
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365 A We were pickin' on thi 
Seth 
366 A wicked bad 
367 A hey 
368 J Ya did? 
369 A Like 
370 A Ankle Pockets 
371 A goes to Seth 
372 A now he goes 
373 A he goes 
374 A is that your name 
375 A yah 
376 A he goes 
377 A are you goin' out with 
378 A Katrina ThomaB [Jock's 
step-sister] 
379 A and Seth goes 
380 A yah 
381 A and Pockets goes 
382 A did ya get her yet 
383 A and he goes 
384 A no 
385 A not yet 
386 A (laughs) 
387 J I'll give ya an item 
388 J if I find out that he 
does 
389 J I'll kill him 
390 C He 
391 C she'd get something 
392 A Like gangrine 
393 A (laughs) 
394 C Yah 
Figure 4.40 
Birdy's storytelling about Seth. 
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4.5.2.2 Cubby's Father's Gravedigger Story 
Cubby's storytelling (Figure 4.41) about the time 
when his father had been a gravedigger elicits much 
positive reaction on the part of Jock. He both 
responds to Cubby's storytelling (lines 65-66, 76, 91, 
93, 97-99) and asks questions (lines 46, 77, 87) to 
keep the story going. One reason for his interest can 
be attributed to the gory subject matter, but it may 
also be due to the timing of the storytelling. In 
this particular class period the group is 
brainstorming plot ideas for their writing of a 
haunted house story, and Jock's interest in Cubby's 
tale may be partly to get ideas for his writing. He 
may also think that Cubby is using the storytelling as 
a means of brainstorming for his own story. 
4.5.2.3 Cubby's Storv about Jim in the Bar 
In response to Birdy's questioning Cubby about the 
word "cornholder,‘ in Cubby's paper. Cubby offers a 
storytelling (Figure 4.42) to explain the source of 
the term. The storytelling is about a mutual 
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they were buryin' 
somebody next to a 
great grandfather 
or somethin' like that 
Whose great grandfather 
I don't know 










he was diggin' 
and he went like this 
(gestures with a 
pick-axe like movement) 
and it like cut the 
whole side of the 
wooden coffin off 
and it fell out 
Whoosh! 
And everything poured 





065 J Barf! 
066 J That's gross! 









it was the fastest 
he ever jumped 
He said 
it was about a 
six foot jump 
He said 
he went "oomph" 
and he was outta there 
075 ALL (laugh) 
076 J That would be 
something! 
Did he see what 
it looked like? 
078 C No 
077 J 
Continued, next page. 
Figure 4.41 
Cubby's father's gravedigger storytelling. 
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079 C He said 
080 C not much fell out 
081 C Just 
082 C kinda like 
083 C dirt and dust 
poured out 
084 C But 
085 C everything stayed 
in there 
086 C He had to pack the 
dirt back in so 
087 J He put it back in? 
088 C Yuh 
089 C They had to go 
back down 
090 C and pack the 
stuff back in 
091 J Oh man! 
092 C Pack dirt on 
the side of it 
093 J I couldn't a deal 
with a dead (?) 
094 ALL (laugh Boogie has 
been writing 
all the time) 
095 C Yuh 
096 C a skull 
097 J I can't believe that 
098 J ah 
099 J seeing a person dead 
100 C A little ring comes up 
101 C A hand pops out 
102 C The skeleton jumps up 
103 C tag sale" 
104 J "Hey man gimme 
my ring" 
105 ALL (laugh) 
Figure 4.41 continued 
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interest in the story in line 618 when he makes a play 
on words about "somebody" used by Cubby in line 612. 
However, Boogie is not interested in the storytelling 
and twice interrupts Cubby (lines 627-629, 632-633). 
Boogie wants Cubby to answer a question about 
something Cubby had written, but Cubby tells him to 
wait while he finishes the story. The implication may 
be that for Cubby the storytelling has more prestige 
than answering questions about his writing. 
4.5.2.4 Birdy"s Brother^ Video Story 
This last example of storytelling (Figure 4.43) in 
which a friend is the main character may well belong 
in the next category of media retellings if it were to 
be continued on what appears to be its original 
course. Birdy starts out by discussing a new Police 
Academy film, but Jock gives him negative reaction in 
line 432. However, Cubby offers positive reaction in 
line 433 and Birdy half-heartedly goes on with his 
comments about the film. In line 437 Jock gives 
another indication of his dislike of the subject, thus 
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605 C Yah 
606 C you know 
607 C ah 
608 C you know Jim Young 
609 C you know Jim Young 
610 C Well 
611 C in the bar 
612 C there was some guy 
613 C I can't 
614 C ah 
615 C there was 
616 C ah 
617 C some nice lookin' chick 
618 A Some body 
619 A (laughs) 
620 ALL (laugh) 
621 C there was some nice 
lookin' chick 
622 C at the Red Barn 
623 C Some guy kept goin' 
around 
and offering everybody 
ten bucks 
625 C to ask her out 
626 C or something like that 
624 C 
627 B Cubby? 
628 B Cubby? 





Continued, next page. 
Figure 4.42 
storytelling about Jim in the bar. 
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632 B Cubby 
633 B I 
634 C wait 
635 C ah 
636 C Jim Young 
637 C Jim was 
638 C like 
639 C wicked cocked 
640 C and 
641 C he goes 
642 C why don't you just 
leave us alone 
643 C you fuckin' cornholder 
644 A (laughs) 
645 A Cornholder! 
646 C and the guy left 
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Figure 4.42 continued 
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brother's video viewing habits. This storytelling is 
much more to Jock's liking and he offers positive 
reaction (lines 386-387, 390, 395, 397) by asking 
questions about Birdy's brothers. 
4.5.2.5 Summary 
In these four storytellings where the narrator is 
relating events which occur to a friend or relative, 
the listeners offer some positive reaction, but there 
is also a small amount of negative reaction. It 
appears that whether or not a listener responds 
positively to a storytelling about a third person may 
depend on the interest on the part of the listener to 
the story. The involvement of Jock's stepsister in 
the story about Seth makes Jock interested in Birdy's 
storytelling. Birdy is aware of Jock's dislike of 
Seth and uses the story to position himself in both 
Jock's and the group's attention. The switch in 
framing from first person to third person narrative 
may indicate some hesitancy on Birdy's part as to 
Jock's possible reaction to the tale. 
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429 A (laughs) 
430 A They're coinin' out 
431 A There's a new Police 
Academy movie out 
432 J They're all so stupid 
433 C Academy Six? 
434 A Yah 
435 A it's supposed to be 
city under siege 
436 A or somethin' like that 
437 J I don't remember the 
first one 
378 A My brother 
379 A hey 
380 A my brother spent the 
whole week watchin' 
Police Academy 
381 A We have 'em all on tape 
382 A He watched every single 
one of 'em 
383 A about eight times 
384 A this entire week 
385 A Wicked spaz attack 
386 J Which one? 
387 J Dude 
388 A Jimmy 
389 A the second younger one 
390 J The little one doesn't 
know enough to watch? 
391 A No 
392 A the little one's pretty 
smart 
393 A actually 
394 A He talks and everything 
395 J He talkes now? 
396 A Yah 
397 J How old is he? 
398 A Two 
Figure 4.43 
Birdy's brother's video storytelling. 
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The connection of the topic of Cubby's story about 
his dad's job of gravedigger to the writing assignment 
at hand may affect Jock's interest in the 
storytelling. It does, however, offer Cubby the 
opportunity to hold the floor and be the center of 
attention for quite a while. 
To Boogie, the story about the derivation of the 
word "cornholder" is not of interest and he pays no 
attention to the storytelling. This gives Cubby a 
mixed audience since Birdy is not overly impressed 
with the story in the first place. 
In the story about the Police Academy films, Jock 
shows little interest until someone he knows (Birdy's 
brother) becomes involved as a character in the 
storytelling. It is difficult to tell who gains most 
from the positioning with this story, because Birdy 
has the group's attention, but Jock gains prestige 
from his knowledge of Birdy's family. 
4.5.3 Media Based Storytellings 
The four storytellings based on films or 
television programs are all told by Cubby. Only one 
seems to serve an academic purpose, that of helping to 
brainstorm for writing topics. It meets with mixed 
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reaction on the part of the listener, whereas the 
other three storytellings all meet with negative 
reaction. The retelling of the events of a Johnny 
Carson Show, the Grammy Awards, and the plot of the 
film "House I" all meet with negative reaction, though 
they offer the narrator control of the floor, it is 
not much of an achievement as no one in the group 
appears to care about the story. 
4.5.3.1 Cubby's "House II" Storytelling 
After Cubby finishes his storytelling about his 
father's job as a grave digger, the topic of the film 
"House II" arises. Cubby starts to tell a bit of the 
plot (Figure 4.44) and Jock reacts positively in line 
114. After a brief pause, Cubby attempts to pick up on 
the topic, but Jock gives him a negative reaction in 
lines 118 and 119. Then there is a long pause in 
which Jock starts to write. 
It is interesting to note the open-state-of-talk in 
line 120, it may indicate that Cubby has become very 
comfortable with talk in the group, or that he is 
desperate to continue his storytelling and does not 
wish to go through contact signals and framing signals 
in fear that he may be shut down. Whatever his 
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reason. Cubby's move to continue with the storytelling 
meets with a positive reaction from Jock when Cubby 
asks a question in line 125. In answer, Jock picks up 
the storytelling in lines 126 through 136; however, 
line 136 is a shut down signal and there is a pause 
while he returns to his writing. 
Cubby is not to be shut down so easily, and picks 
back up on the storytelling. In lines 140 and 142 
Jock gives negative reactions, but Cubby ignores them 
and continues his storytelling. It is a long story, 
but Jock appears to be listening at least minimally as 
is indicated by his laugh in line 156. 
Near the end of the storytelling Cubby's voice 
fades off and he closes with a half-hearted "it's 
weird" in line 182. Jock takes this opportunity to 
shut Cubby off with a negative reaction in line 183. 
A possible explanation for Cubby's persistence in his 
storytelling and for Jock's mixed reaction can be 
found in the task they are doing during the 
storytelling. The group is brainstorming ideas for 
the plots of their own horror stories, and are writing 
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111 C Yuh 




113 C The guy comes up 
114 J Yah 
115 C "Hey I'm your cousin" 






(pause) « « 
117 C That guy was wicked cool 
118 J It was pretty gross 
though 
119 J I'm gettin' sick 
(long pause) 
120 C And 
121 C that other guy 
122 C ah 
123 C Black Bart 
124 C or whatever 
125 C What was his name? 
• • 
• • t 
• • # 








126 J Yah 
127 J I know 
128 J that dude 
129 J for the 
130 J for the ( ? ) 
131 J and came and took it 
132 C Yuh 
133 J The Bkull 
134 J and went into the house 
135 J ah 
136 J Oh man! 
(pause) 
137 C Yuh 
138 C I like that electrician 
guy 
139 C He bagged a big hole in 
the wall 
• • t 
% • % 
• • « 
• • 4 
« t t 
• • 0 
• 4 
• 9 0 
• 4 • 
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Continued, next page. 
Figure 4.44 
Cubby's “House II" storytelling. 
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140 J I didn t even see the 
whole movie 
141 C Oh 
142 J I only saw part of it 
143 C Well 
144 C he had ta 
145 C like 
146 
147 
C somethin' went wrong 
with the electicity 
C a switch wouldn't work 
148 C So he pulls the switch 
out 
149 C and the wire 
150 C he goes and yanks it out 
and he goes whoops 
151 C and the wire whoooose 
and it cuts right 
through the sheetrock 
152 C and it left a snake 
pattern in there 
153 C and he goes 
154 C he goes like this 
(demonstrates) 
155 C and he keeps pullin' and 
he s cuttin all the 
sheetrock 
156 J (laughs) 
157 C and he takes out a big 
piece of sheetrook 
158 C and he looks inside and 
there s 
159 C like 
160 C these big iron spikes 
161 C and there s 
162 C like you can see this 
cave goin way inside 
163 C then he looks around the 
corner and the wall's 
like this wide (shows) 
Continued, next page. 
Figure 4.44 continued 
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164 C and it goes all the way 
down 
165 C and it's like 
166 C there's a cave goin' 
inside there 
167 C but 
168 C ya can see wicked deep 
about a hundred feet 
169 C and he looks around the 
other side of the wall 
and there's nothin' 
there 
170 C and then the guys come 
and he shows it to 'em 
171 C and they realize that 
that was where the skull 
was 
172 C or somethin' 
174 C So they climb in there 
175 C and the electrician guy 
opens up his toolbox and 
pulls out the bar 
176 C and he's got a Samuri 
sword he pulls out 
177 C then it turns into 
178 C like an Indiana Jones 
thing 
179 C he swings around on 
loops 
180 C and stuff 
181 C ah (fades off) 
182 C it's weird 
183 J I like the first one 
184 C Yuh 
Figure 4.44 continued 
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already writing his during the storytelling about 
Cubby's father's gravedigger job. However, Jock 
doesn't start to write his plot down until Cubby is 
starting on his House II storytelling. An indication 
of Cubby's desperate attempt to hold the floor and 
gain attention can be seen in his use of the word 
“and" (lines 149, 151, 152, 153, 155, 157, 158, 161, 
165, 169, 170, 171, 175, 176) in an attempt to keep 
the storytelling going without a break. As indicated 
on the coding sheets, the major part of the 
storytelling is one long extender of an original 
statement. 
4.5.3.2 Cubby's “House I" Storytelling 
In the same class period as the previous 
storytelling. Cubby relates the plot of another horror 
film,*"House I" (Figure 4.45). During this 
storytelling Jock is writing; however, it should be 
noted that being involved in writing is not 
necessarily a deterrent to listening to a storytelling 
or participating in a conversation. All of the 




185 C Oh man 
186 C that 
187 C that thing in House 
188 C Did ja see the first 
House 
(slight pause) 
189 C Did ya see the first 
House 
190 J No 
191 C That was so sick 
192 J I heard it was stupid 
193 C It was better than the 
second one 
194 C where's that girl friend 
turns into this 
195 C creature type of thing 
196 C and at the end he ends 
up hacking her up 
197 C The things like all blue 
198 C and 
199 C and he carries these 
body parts all over his 
lawn 
200 C and a dog comes and digs 
a hand up 
201 C and takes off with it 
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Continued, next page. 
Figure 4.45 
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202 C Well 
• • 1 
• 4 
^03 C his next door neighbor • 4 
comes over • • 
204 C and bring a kid over for 
him to baby sit 




turns around and the guy • • 
looks • 1 
206 C the hand's stuck on the • 4 
back of the kid's back 4 • 
207 C and it's like chopped 
off right here (shows) 
• 4 
t 4 




209 C You shoulda seen the 
neighbor who brought it 
over 
210 C Thought he was gonna get 
a little 






211 C but he didn't • 4 
212 J (grunts) 
213 C He goes 
214 C she goes "well we should 
see each other sometime 
215 C we should get to know 
each other a lot better" 
216 C and he goes "OK OK" 
189 C and she comes over 
190 C and she gets all excited 
cause she sees him (fadec 
off) 
191 J Yah 
192 J Ah god damn 
193 J I gotta write this 
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Figure 4.45 continued 
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During this storytelling Cubby receives only 
negative reactions from Jock as is seen in lines 190, 
192, 212 and 191-193. In lines 191-193 Jock's 
negative reaction is not only stern, but it is also a 
clear shut down. 
4.5.3.3 Cubby's Johnny Carson Storv 
Cubby's storytelling about the Johnny Carson Show 
(Figure 4.46, part A) meets with only negative 
response. Birdy reacts with sarcasm to the mention of 
Alf in lines 311-312, and with incredulity to the Pope 
in line 317. At the end of the storytelling Jock's 
“ha!” in line 352 is a put down as is Birdy's response 
in lines 353-354. 
4.5.3.4 Cubby's Grammy Awards Story 
Cubby tells a brief story (Figure 4.46, part B) 
about the Grammy Awards show on television. He starts 
it with a question to which Boogie gives him a 
negative response, but Cubby persists in telling his 
story anyway. In the end Boogie makes fun of Cubby's 
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302 C Did ya see that • 
303 C last night? • 
304 C That was good t 
305 C they had the Tonight • 
Show staring • 
306 C they had i 
307 C staring Johnny Carson • 
308 C slash • 
309 C it said • 
310 C Alf • 
311 A Alf • • 
312 A (laughs sarcatically) • 9 
313 C They had the Pope on 
there . 
314 C and it was really him 
315 C too 
316 C It was pretty good 
317 A The Pope! 
318 C Pope John-Paul 
319 C they had him on there 
320 C They closed the curtain 
321 C It was really him 
322 C It was funny 
333 C They go 
334 C what the hell'd they say 
335 C they say 
336 C and we present 
337 C his majesty 
338 C or somethin' like that 
339 C his lordship 




















Continued, next page. 
Figure 4.46 
Cubby's Johnny Carson storytelling 
and Cubby's Grammy Awards storytelling. 
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341 C and they start all 
this church music 
342 C and the 
343 C the curtains open 
344 C and he starts 
walking through 
345 C and he goes 
346 C no 
347 C wait a minute 
348 C time for Borne 
more clips 
349 C and they close in his 
face 
350 C and he backs off 
351 C it was funny 
352 J Ha! 
353 A Guess ya had to be there 
354 A huh 
355 C And he smashed Johnny 
Carson's famous mug 
356 C splash 
357 C all over the place 
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229 C Did you see the Grammys 
230 B No 
• « 
# « ♦ 
231 C Should of 
232 C There was this wicked 
233 C hot 
234 C Irish chick 
235 C She was bald 
236 C She Bhaved her head 
237 B Oooow 
238 B hot 
239 B (laughs) 
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4.5.3.5 Summary 
In all four of the media based storytellings the 
narrator receives negative reactions from the 
listeners. Only in the story about House II is there 
any indication of positive reaction, and it may be due 
to a possible belief on Jock's part that the 
storytelling is a form of brainstorming. 
In the five transcripts used in this study there 
are thirteen storytellings which can be categorized 
into three areas: those directly involving the 
narrator, those about friends or relatives of the 
narrator, and those about media events. All five of 
the storytellings which directly involved the narrator 
meet with positive reactions on the part of the 
listeners. They gain the interest and attention of 
the group members as is seen in the story of Boogie's 
car accident and Cubby's story about the substitute 
teacher. They also generate further discussion as in 
Cubby's parent's baby story and the pool hall story. 
The four storytellings about friends and relatives 
of the narrator receive mostly positive reactions from 
the listeners. Birdy's story about Seth has a 
personal interest for Jock. Cubby's father's 
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gravedigger story connects with the writing task being 
done at the time, as does Cubby's bar story about Jim 
Young. Birdy's story about the Police Academy film 
may have failed to gain positive reaction if he had 
not switched to telling about his brother. In all 
four stories the person who is connected to the 
narrator is also known by the listener. Birdy knows 
Jim Young as he is a recent graduate of the school. 
Jock has met Birdy's brothers and sisters, and he has 
also met Cubby's father at basketball games. As for 
Seth, all of the members of the group know him and, of 
course, he is involved with Jock's stepsister who is a 
student at the school. 
There is little connection between the four media 
related storytellings and the listeners except that 
they may have seen one of the movies. This appears to 
offer an interesting pattern in that storytellings 
that directly involve the narrator are respected and 
gain positive reactions, while those that involve 
people known by both the listener and narrator also 
are being treated in a positive manner. However, 
those about media events which do not directly concern 
the listeners or the narrator receive negative 
reactions. 
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It appears that to hold the floor in the group and 
to gain positive response a storytelling should either 
involve the narrator or be about a person know by both 
the narrator and the listener. There are no examples 
of storytelling where the narrator knows the person 
involved and the listeners do not. 
4.6 Conclusion 
There are eighteen norms of language use 
identified in the data analysis. They have to do with 
areas such as talk about product correction, the use 
of peer group members as characters in the writing, 
brainstorming for ideas about writing, and production 
of the product. The following is a summary listing of 
the norms: 
1. The number of pages of writing produced is 
a means of gaining positive status in the group, 
but the positioning must be made by someone other 
than the member who is to gain from it. 
2. Actually doing the writing assignment in 
class when expected is a means of gaining positive 
status, but the positioning must be made by 
someone other than the person who is to gain from 
it. 
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3. Maneuvering oneself into a positive status 
as a writer is not acceptable, and will most 
likely be rejected by the other group members. 
4. Not doing the work (especially when one has 
usually done it in the past) will often result in 
the student's being lowered in status by the other 
members of the group. 
5. The concept of "good writer" is understood 
by the group members to mean a person who writes 
more than the required amount of work, doing it in 
class and on time. 
6. Product correction is used as a means to 
lower a group member's status, and can also raise 
the speaker's status through his ability to point 
out the error. 
7. Product correction tends to be limited to 
areas where there is not much flexibility as to 
right or wrong, such as spelling, physical 
appearance of the product, word usage, and pronoun 
reference. 
8. Reading aloud of a member's writing is a 
means of drawing attention to the member's work, 
and usually offering a position of status for the 
writer. 
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9. Writing and the writing process offer an 
area of discussion where even the group leader can 
be challenged, especially if there is support from 
other group members. 
10. Peer pressure and peer interaction may work 
to keep group members from criticizing each other 
too strongly. 
11. Using a peer-group member as a character in 
one's story is a means of both positioning the 
peer to a higher or lower status, and also of 
defining the relationship between the peer and the 
writer. 
12. There is an expected long term effect in 
the use of peers as characters in stories, as the 
writer is aware that the peer will read the paper- 
weeks or even months later. 
13. Questions to elicit discussion of content 
or titles of another member's writing while the 
writing is going on, do not meet with positive 
reaction on the part of the writer. 
14. Attempting to gain an audience or positive 
response for one's plot ideas appears to be 
connected both to the content of the ideas and to 
the social status of the speaker. 
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15. Unsolicited ideas for writing are not 
generally met with positive response from the 
writer. 
16. Storytellings about first hand experiences 
of the narrator gain positive response from the 
listeners and act as a means of gainning or 
sustaining membership in the group on a par with 
one's peers. 
17. Storytelling about other people who are 
known to the listierner will gain positive 
response and give status to the storyteller. 
18. Storytellings about events from the media 
or of which neither the storyteller nor the 
listenedr have a first hand involvement will 
recieve negative response and may lower the statu 
of the speaker. 
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CHAPTER 5 
FINDINGS AND IMPLICATIONS 
5.1 Findings 
The research question underlying this study asks 
what norms of language use can be identified in the 
talk of peer writing groups, and for what purpose are 
the norms used by the group members? The results of 
the data analysis indicate that at least eighteen 
norms of language use can be identified in the talk of 
the study peer group. Though the specific nature of 
the individual norms is important to the study, the 
most important finding of this study is that the peer 
group did establish norms of language use based upon 
the writing and storytelling activities of the group, 
and that those norms serve the purpose of not only 
regulating the writing activities of the group members 
but also of providing a frame for regulating the 
social interaction of the group members. 
The norms are based partly on the students' 
interpretation of how the writing process functions 
and partly on their perception of the community that 
they are establishing. The creation of these norms is 
not a conscious effort on the part of the group 
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members, but they are aware of the existence of the 
norms in that the norms are used to regulate the talk 
and social interaction of the group members. 
The norms used by the peer group in this study are 
not necessarily the same as those established by 
another peer group, even one in the same classroom. 
Due to the common writing task set by the teacher, 
other peer groups in the class may establish similar- 
norms for accomplishing the task or evaluating the 
product; however, even these norms are likely to 
differ based upon the interpretations of the 
individual group members as to the teacher's 
directions and expectations. Each of the four 
students in the study group has his own agenda and set 
of values, and the creation and use of norms 
controlling the talk of the group is an on-going 
process dependent to some degree upon the status of 
the individual members in the group at any given time 
[cf., Gumperz, 1986; Hymes, 1974; Goffman, 1983]. 
In the beginning of the study the four members of 
the peer group were only slight acquaintances. They 
had been in various classes together, but only Boogie 
and Jock had previously developed a friendship, which 
was based on their being in the same trade 
department. Given the divergent interests of the 
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group members, as well as geographic and cultural 
separation in home and community, the activities of 
the writing peer group became the initial common 
ground upon which the students established the norms 
of language use indicated in the study. The norms of 
language use offer the members a means for sharing 
experiences and developing a sense of community and 
group identity, as well as for renegotiating their own 
sense of social identity. 
Over the period of the five semesters of the 
study, many of the norms were renegotiated as 
situations and individuals changed, but some of the 
norms remained constant. The concluding chapter of 
this dissertation is concerned with a discussion of 
the theoretical and educational implications of those 
norms of language use which remained constant over the 
course of the study. 
5.1.1 Summary of the Findings 
The following list is a brief summary of the major 
norms of this study that affect the social interaction 
in the writing peer group. 
(1) The number of pages of writing produced is a 
means of gaining positive status in the group, but 
the positioning must be made or presented by 
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someone other than the member who is to gain from 
it. 
(2) Actually doing the writing assignment in 
class when expected is a means of gaining positive 
status, but the positioning must be made or 
presented by someone other than the person who is 
to gain from it. 
(3) Maneuvering oneself into a positive status 
as a writer is not acceptable, and will most 
likely be rejected by the other group members. 
(4) Not doing the work (especially when one has 
usually done it in the past) will often result in 
the student's being lowered in status by the other 
members of the group. 
(5) The concept of "good writer" is understood 
by the group members to mean a person who writes 
more than the required amount of work, doing it in 
class and on time. 
(6) Product correction is used as a means to 
lower a group member's status, and can also raise 
the speaker's status through his ability to point 
out the error. 
(7) Product correction tends to be limited to 
areas where there is not much flexibility as to 
right or wrong, such as spelling, physical 
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appearance of the product, word usage, and pronoun 
reference. 
(8) Reading aloud of a member's writing is a 
means of drawing attention to the member's work, 
and usually offering a position of status for the 
writer. 
(9) Writing and the writing process offer an 
area of discussion where even the group leader can 
be challenged, especially if there is support from 
other group members. 
(10) Peer pressure and peer interaction may work 
to keep group members from criticizing each other 
too strongly. 
(11) Using a peer-group member as a character in 
one's story is a means of both positioning the 
peer to a higher or lower status, and also of 
defining the relationship between the peer and the 
writer. 
(12) There is an expected long term effect on 
the part of the group members in the use of peers 
as characters in their stories, as the writer is 
aware that the peer will read the paper weeks or 
even months later. 
(13) Questions to elicit discussion about the 
content or titles of another member's writing 
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while the writing is going on, do not meet with 
positive reaction on the part of the writer. 
(14) Success in gaining an audience or positive 
response for one's plot ideas appears to be 
connected to the content of the ideas and to the 
social status of the speaker. 
(15) Unsolicited ideas for writing are not 
generally met with positive response from the 
writer. 
(16) Storytellings about first hand experiences 
of the narrator gain positive response from the 
listeners and act as a means of gaining or 
sustaining membership in the group on a par with 
one's peers. 
(17) Storytellings about other people who are 
known to the listener will gain positive response 
and give status to the storyteller. 
(18) Storytellings about events from the media 
of which neither the storyteller nor the listener 
have a first hand involvement will receive 
negative response and may lower the status of the 
speaker. 
5.1.2 Discussion of the Findings 
The norms of language use identified in this study 
can offer a means for the individual members to 
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construct or define their social identity within the 
group. The results of the data analysis offer a means 
to help understand the various roles the members are 
assuming in the group such as leader or writing 
expert, but of more import to this discussion is the 
social positioning by the members in relationship to 
one another as they work to establish their social 
identities within the group. A review of the results 
of the data analysis suggests that the process of 
negotiating and reconstructing one's social identity 
as it is practiced in this particular peer group can 
be classified into five areas: (1) raising one's own 
status, (2) raising another's status, (3) lowering 
one's own status, (4) lowering another's status, (5) 
gaining equality in, or admission to, the group's 
activities. 
5.1.2.1 Raising One's Own Status 
Data analysis of the various situations in the 
study where the group members attempt to raise their 
own status indicate that the norms established by the 
group do not allow for self-promotion. At various 
times during the study, a group member will attempt to 
position himself as good writer, or attempt to appear 
to be the expert writer by offering suggestions for 
other member's written work. However, in all cases. 
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any attempt by a member to position himself for 
increased status is met with negative response on the 
part of the other members of the group. 
Thus it appears that the norms established by the 
group do not allow one to place oneself in a position 
of high status as a writer; nor, in most cases, can 
one use one's knowledge of writing such as grammar, 
spelling or plot construction as a means of raising 
one's own status at the expense of other members in 
the group. 
5.1.2.2 Raising Another's Status 
Whereas the norms established in the group may 
limit an individual's ability to raise his own status, 
they do allow for one member to raise the status of 
another member. A member may propose that another 
member is a good writer, and in response to such a 
proposal, yet another member of the group can affirm 
the proposition. The criteria for this assumption of 
writing proficiency constitute a norm established by 
the group. They combine aspects of the teacher's 
criteria with that held by individual members of the 
group, and result in a norm for good writing which is 
specific to this particular peer group. 
Often the writing product can play an important 
part in affecting the increased status given to a 
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group member. The reading aloud of a member's written 
work by another member of the group is a means of 
conferring status on the writer. Also, the use of a 
member of the group as a positive character in one's 
own written work is a way of giving that person 
increased status within the group. 
Thus it appears that the norms set by the group 
allow status to be conferred by one member upon 
another member, but that the member can not confer the 
status upon himself. 
5.1.2.3 Lowering Another's Status 
Though offering suggestions for another member's 
writing, or making corrections in his written work, 
does not usually raise the status of the person making 
the suggestions, it very often acts to lower the 
status of the member whose work is being questioned. 
Finding fault with another student's work is a method 
prevalent within the group of lowering a member's 
status; however, it appears that this is most often 
done in connection to a previous move by the member 
who is under attack to raise his own status. Another 
means of lowering a member's status is to use him as a 
negative character in one's written work. 
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5.1.2.4 Lowering One's Own Status 
In some cases attempting to raise one's own status 
may have the reverse effect by actually lowering one's 
status. Examples of this are found in the study when 
one student is attempting to seek praise for, or 
assistance with, his writing by asking another member 
about the same aspect of the member's writing. In 
most of the cases this ploy fails, and places the 
questioner in a negative position. It is an anomaly 
that even though the norm restricting this type of 
questioning and positioning appears clear to the 
members of the group, at various times in the study 
they all still attempt to use this line of 
discussion. It may be that there is an honest need 
for assistance or information on the part of the 
questioner and, barring the establishment of a norm to 
direct him, he has no other option but to follow this 
line of discussion. 
Another means of lowering one's own status is by 
not doing the assigned work or by not following the 
accepted procedure for accomplishing the set task. 
This tends to be particularly the case when the 
offending member is one who has previously received 
the praise of the group. 
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5.1.2.5 Seeking Group Membership or Equality 
Storytelling appears to serve a variety of social 
purposes in the group. By sharing experiences the 
group members are able to establish common bonds. 
Storytelling also gives a member the means of 
establishing his social identity within the group. 
However, the status to be gained or lost from 
storytelling is controlled by the norms established by 
the group. Not all storytellings will bring a member 
the position or status he desires. Of all the norms 
observed in this study, those connected to 
storytelling were the most complicated to uncover and 
understand. In the process of completing the data 
analysis it was found that there were many levels to 
the storytelling norms. At first it appeared that the 
topic of the storytelling was the dominant factor in 
norms controlling the group's reactions to 
storytellings and the awarding of status, but this 
assumption was not found to be always accurate. Then 
further analysis suggested that the established status 
of the storyteller may have had an effect on the 
acceptance of the story by the group and on their 
subsequent conferring of status back onto the 
storyteller. However, this was difficult to 
demonstrate and the results were not consistent. In 
the end it was found that the connection between the 
storyteller and the story, as well as the relationship 
of the listener to the people or subject of the story, 
were key factors of the norms controlling the 
conferring of status and group membership through 
storytelling. The closer the connection of the 
storyteller to the plot of the story, or the closer 
the relationship of the listener to the people or 
events within the story, the more status is conferred 
upon the storyteller. 
5.1.3 The Significance of the Norms 
An important finding of this study is that norms 
regulating the construction of social identity not 
only exist in this writing peer group, but are created 
using the writing process as their basis. That the 
group created the norms indicates that they are 
working at creating a community within their peer 
group [Hymes, 1974]. Of import to educators is that 
the norms established by this peer group are grounded 
in the writing process activities of the group. These 
norms serve the dual purpose of helping the group do 
its work and of aiding in the definition of the social 
identity of the members within the group. 
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The findings of this study indicate use of the 
writing process by the peer group members to aid in 
the construction of their social identities at 
school. The particular group of four teenage males is 
very competitive and active. In their own way they 
may be typical of a large portion of high school 
students for whom secondary school is a necessary but 
seemingly useless activity. They are not going to 
college after graduation, and they are already working 
after school in jobs that will most probably become 
permanent. In the interviews made during the study 
they discussed the boring and useless nature of their 
academic classes, but did agree to the need for most 
of their vocational classes and shop training. The 
best aspect of school for them was the opportunity it 
gave them to be with their friends. 
Jock enjoyed playing sports and being able to see 
his girl friend at school. Between after-school 
sports practice and his part time job, Jock had little 
time outside of school to socialize with his peers. 
Boogie worked the equivalent of a full time job after 
school and was limited by the geographic isolation of 
his home from having much association with members of 
his own age group except at school. Birdy had a part 
time job after school and also worked at his parents' 
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restaurant. For him school was a chance to see his 
girl friend and to participate in certain school 
activities which gave him a feeling of importance such 
as student council and dance committee. Cubby 
considered school a fun place to be and it offered him 
an avid audience for his clowning and conversations. 
For these four students school was a social place, as 
it is for many other students. 
Most students have many social identities. They 
are the children of their parents when at home, they 
are co-workers with adults when at their jobs, and 
they are members of a peer community when at school. 
In each of these roles it is necessary for the 
individual to assume a social identity fitting to both 
the situation and the people involved. Depending upon 
their specific family structure, the student's 
identity at home can vary from that of being 
subservient to a domineering parent, to that of being 
the decision maker and a major contributor for the 
family's well-being. 
Just as the individual must define a position and 
identity in the home or work place, so must he or she 
do it at school. The identity or perceived persona of 
a given student at school can vary from classroom to 
classroom. In gym he or she may be a star, whereas in 
285 
math class his or her lack of ability with the subject 
may result in his or her being quiet and withdrawn. 
In typing class he or she may deal with frustration by 
acting out and becoming a discipline problem. In 
English class he or she may shine as an exemplary 
student. In each case the student must redefine his 
or her social identity to fit the given situation. 
In the case of this study the social identities of 
the students are constructed in conjunction with the 
writing process activities with which the peer group 
is involved. Though Boogie may be perceived by the 
peer group members as being a good writer and student, 
that may be far from his identity outside of the 
English class. My intent here is not to suggest that 
the part played by writing in the construction of the 
student's social identity necessarily goes beyond the 
classroom; however, it may have an effect on the 
student's overall perception of whom he or she is. 
The following example is a case where the 
student's definition of his social identity beyond the 
English classroom is directly connected with the role 
writing plays in its construction. Throughout the 
data one can see evidence of Birdy's attempt to 
position himself as a good writer, and even his 
failure to surpass Boogie in this position did not 
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stop Birdy from perceiving himself as a good writer. 
At various times, he and the other members of the peer- 
group discussed possible ways in which Birdy could 
demonstrate his writing ability beyond the confines of 
the classroom. In the third semester of the study 
they came upon an idea that the best means of Birdy's 
demonstrating his writing ability to the school would 
be for him to give one of the three speeches at 
graduation. There was no way that Birdy would qualify 
for the valedictory speech as his grades were not good 
enough, and he was not popular enough to be elected 
class president and give the class farewell speech. 
However, Birdy was active in school student government 
and popular with many of the faculty (Jock thought 
Birdy a "real brown nose"). Thus, the group set in 
motion a plan to have Birdy elected student government 
president (a position elected by a council of students 
and faculty) so that he could demonstrate his writing 
ability by giving the student council welcoming speech 
at graduation. They were successful in realizing 
their goal and the other members of the peer group 
were very proud that Birdy gave one of the best 
speeches heard at any of the school's recent 
graduations. Jock was especially pleased that part of 
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the speech was broadcast on the radio and local access 
television station. 
Birdy's story demonstrates how far-reaching the 
development of a student's classroom identity can be, 
but the important aspect of this study is the role 
that the definition of social identity plays in the 
talk and activities of the instructional peer group. 
It would be difficult to state, given the data 
presented in this study, whether the task drives the 
need to develop a social identity based upon writing 
or if the need for a social identity drives the 
involvement with the task. In any case, what is clear 
from the results of the study is that there exists a 
connection between the writing process activities and 
the definition of social identity on the part of the 
peer group members. 
5.2 Implications for Future Study 
Due to the nature of this study as ethnographic 
research on one specific writing peer group, it is 
difficult to generalize upon the results. However, 
the findings do indicate that future study using more 
and varied peer groups would assist in helping to 
identify the possible universality of the social 
involvement implicit in peer group writing 
instruction. 
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Had it been possible, this study could have 
produced more comparative data if the other peer 
groups in the writing workshop classroom had been 
recorded and analyzed. Such a study might have 
produced data concerning the possibility of gender 
differences in the construction of community and 
individual identity within the peer groups. Given the 
composition of the workshop with one group being 
composed of all female students, two others consisting 
of mixed gender, and a fourth made up of all males who 
were previously acquainted, the results from such a 
study could possibly indicate whether gender and/or 
previous relationships have an affect on how the 
writing process functions in groups of varied 
composition as a factor regulating the construction of 
group and individual social identity. 
Another line of research would be the 
investigation into the part played by the assigned 
task in generating group norms. The nature of the 
task activities in this study helped to bring about 
interaction in the group through reading and 
responding to the written product as well as through 
brainstorming and correction. Exactly what the role 
of the task is in the formation of the community and 
how it works to assist in the redefinition by 
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individual group members of their social identities 
would be valuable information for the writing 
instructor. 
The results of this study suggest the need for 
further investigation into the relationship between 
storytelling and the writing process as it exists in a 
peer-centered writing workshop. There are times in 
the transcripts where it appears that a student may be 
practicing or trying out a plot for writing by sharing 
a storytelling with the group. The nature of this 
particular study did not allow for discovering whether 
or not this was actually the case; however, the 
addition of weekly interviews with the group members 
discussing their possible motives for given 
storytellings might have helped the researcher to 
better understand the connection of the numerous 
storytellings to the writings of the group members. 
The results of the study also indicate a need to 
know more about the use of product correction as a 
means of social positioning in the group. For this 
particular peer group product correction was used in a 
competitive manner, but this may not be the case for 
all peer groups. Students who are less competitive 
than Jock or Birdy may not use other students' errors 
in such a negative way. There could be more of a 
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positive helping involved with correction of product 
in groups with a different gender or previous 
acquaintance than was found in this particular study 
group. 
5.3 Implications for Practice 
During the review of research and theoretical 
literature on the use of peer groups as part of 
writing instruction (see Chapter 3) it became evident 
that there was a dichotomy between the theoretical and 
practical use of the groups. In early research 
studies such as those by Lagana [1972], Koch [1975] 
and Myers [1979] the purpose of the peer groups seems 
to be one of lessening the teacher's correction and 
written response load, and as such the activities of 
the group are strictly directed and controlled by the 
teacher. In more recent studies such as those by Gere 
and Abbott [1985], Gere and Stevens [1985] and 
Freedman [1987], though the purpose of using the peer 
groups appears to have broadened somewhat so as to 
include the benefits of feedback and input from the 
writer's peers, it still seems that the activities of 
the group are heavily teacher directed and 
controlled. In all of the examples of research 
included in chapter two of this study, the activities 
and subsequent talk of the peer groups are modeled. 
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directed or controlled by the teacher in such a way as 
to limit the freedom of the group members to direct 
their own activity and establish their own norms of 
interaction. 
Theoretical arguments for the use of peer groups 
as part of writing instruction put forth by Britton 
[1970, 1982], Moffett [1981, 1983, 1988] and others 
tend to stress the need for talk and community 
building within the peer group. Hymes [1974] views 
the construction of group language norms as being 
essential to the establishment of the group as a 
community of language users. The dichotomy between 
theory and practice in the use of peer writing groups 
is what led to this study. 
As noted in chapter four, a quantitative analysis 
of the results of this study indicates confirmation of 
earlier studies such as Gere and Abbott's [1985] by 
demonstrating that students in writing peer groups 
spend the vast majority of their time dealing with, 
and talking about, writing. However, the results of 
the qualitative analysis of this study indicate the 
importance of the social interaction which occurs as 
part of the writing process in a peer group. This may 
not be as important a concern to practitioners who are 
involved in teaching students who enjoy writing and 
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academic work, as it is for those who teach 
non-academically motivated students such as those in 
this study. 
The findings of this study suggest certain 
implications for educational theorists and 
practitioners. Though the study peer group was 
composed of working class males, many of the findings 
from the study may have application to peer groups of 
other composition by raising questions or issues. In 
addition, some of the findings suggest a contradiction 
of traditional views about the involvement of 
non-academically motivated and working class students 
with writing instruction. The following discussion of 
implications based on the findings may initiate 
questions or raise points of consideration about the 
ways in which peer groups are used in writing 
instruction. 
Many theorists [Bruffee,1984; Dyson, 1989; 
LeFevre, 1987; Trimbur, 1985] and researchers 
[Clifford, 1981; Freedman, 1987] have discussed peer 
groups in relation to collaborative learning. The 
findings from this study raise questions about the 
competitive nature of collaboration and the supportive 
aspects of the social relationships within a peer 
writing group. There was a great deal of talk within 
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the study peer group about the number of pages of 
writing each student had completed. The group members 
viewed production of product in competitive terms and 
compared the number of pages each had written. There 
was also competition among the members in seeing which 
of them could write the most interesting story, and 
thus gain the most praise and increased prestige. 
Product correction was another area of competition in 
that it offered a clear argument as to right or wrong 
with regard to spelling and usage. 
The competitive nature of peer groups can be both 
harmful and beneficial to writing instruction 
depending upon what norms controlling areas of 
competition are established in both the peer group and 
the classroom. Teachers may wish to take the element 
of competition into account when using peer groups, 
and consider the ramifications of it in their own 
classrooms. 
Many of the findings of this study may need to be 
viewed in light of the working class backgrounds of 
the students involved. As Willis [1977] pointed out 
in his study, there is a work ethic among the laboring 
class that affects many of their decisions and 
values. The findings from this study indicated that 
the work ethic of the peer group members may have an 
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effect on how they view a good writer, time on task, 
and doing assignments. 
To the peer group members a good writer was one 
who did the assigned amount of work on time and in 
class. Quantity not quality was the basis for their 
assessment of writing ability. Not doing an 
assignment would bring negative response to the 
slacker. Time on task was important to them, as was 
getting the work done in class. These factors can be 
equated to that of the factory or work place where 
productivity, time on task, and completion of task are 
very important. Contrary to traditional views of 
expected rebellion on the part of non-academically 
motivated students, the members of the study peer 
group viewed having to be on task not in a rebellious 
way, but seemed to equate it to their work ethic of 
getting the job done when and in the manner expected 
of them. 
For the classroom teacher the connection of work 
ethic to writing process raises some questions. If 
doing the work in school is important, then how would 
these students view homework? How much time is 
actually necessary for a task to be completed, 
especially if there are talk and other activities 
going on during the period? How important is it for 
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teachers to be aware of the work ethic as it affects 
the concept of a good writer and to offer means for 
the working class student to gain an appreciation of 
other factors that may exist in evaluating a good 
writer? 
Another aspect of working class background that 
affected the students in this peer group was their 
means of giving and receiving praise. Researchers 
[Labov, 1972; Shuman, 1986; Willis, 1977] have noted 
the use of ritualized insults as a means of community 
building in working class groups. The students in 
this study had established a series of norms to 
control and direct the process of giving and receiving 
praise. Praise would be denied if it is requested. 
Praise was given freely when it was connected to the 
work ethic of the group (i.e., actually doing the 
writing); however, praise for quality of writing was 
difficult for these particular students to offer. The 
norms of thier social world did not allow a man to 
complement another man on what could be considered 
creative ability; thus, they reverted to a form of 
subterfuge by reading aloud passages of another's 
writing that they considered praiseworthy. 
This means of giving and receiving praise offers 
certain questions for the practitioner. In what form 
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is a teacher to suggest that peer group members offer 
praise and criticism? How is the teacher to offer 
praise (criticism from a teacher/boss is more expected 
and acceptable) to the student without endangering the 
student's social position? 
One of the implications to be drawn from the study 
is the connection of writing to social status in the 
peer group. This particular group of students did not 
have to use writing as a means of establishing and 
defining their social status. They could well have 
used sports interest and knowledge, or their macho 
exploits with women as a means of establishing their 
social status; however, they used writing to do it. 
This use of writing implies that the group members 
valued their writing, and that for them, writing was a 
means of conferring social status. For the classroom 
teacher this creates an interesting dilemma. When a 
teacher praises a student or gives out grades on 
writing assignments, that teacher may well be making a 
social statement or affecting the social status of the 
students in the class. What is the teacher's 
responsibility in affecting the social positioning 
among the students? It may be important for teachers 
to take into consideration the wider effect their 
grades and praise may have upon the students in the 
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class. It may be that the students view writing 
ability as a factor in their conferring of social 
position upon one another and thus the teacher may 
play more of a part in the process than he or she is 
aware. 
There is an implication regarding the concept of 
ownership of writing to be drawn from the findings of 
the study. Asking for help with ideas for writing and 
offering of ideas for writing are both controlled by 
norms established by the group. It was clear to the 
members when it was acceptable for another member to 
enter into the writer's creative process, and thus 
share ownership for part of the writing. The control 
and relinquishing of ownership of writing was an 
important social factor to the students. Where does 
the teacher fit into this concept of ownership? Is 
the teacher taking control by offering suggestions, 
especially if not requested to do such? If the 
students have established norms of control and 
definition of ownership, should the teacher attempt to 
become aware of the norms and take them into 
consideration when dealing with suggestions and 
offering improvements to the writing? 
Another implication to be made from the findings 
of the study is the long term effect of the writing 
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done in the peer group. It was found that group 
members used other members of the group as characters 
in their stories. Given the nature of the class, 
where portfolios of writing were compiled over the 
full school year it could be concluded that the 
students were aware of the long term effect of using 
other members as characters in their writing. Thus, 
the praise or insult inferred through such use could 
have a long term effect on the relationship of the 
individuals involved. There is a power that comes 
from such long term effect. The student controls the 
ability to make a social statement over a full year. 
Such power may be good or bad, but if it exists then 
should the teacher take it into consideration when 
discussing the writing assignment? Where does the 
responsibility for use of such power lie? Are 
students fully aware of the power of the written word? 
Storytelling has long played an important role in 
various cultures especially in working class groups 
[Bateson, 1972; Burke, 1969; Fishman, 1988; Geertz, 
1983; Heath, 1983; Shuman, 1986]. For the students in 
this study, storytelling was very important. It 
represented a major amount of the talk as well as 
their writing in the group. In written form their 
stories offered the members means of gaining prestige 
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and status through entertaining the group and offering 
insight into the writer's imagination and, in some 
cases, real life events. The written story was a 
major tool in socially positioning oneself within the 
group. 
The various storytellings by the group members 
during most writing periods could signify many things 
about the students social agendas and their dealing 
with the writing process. They came from backgrounds 
where the ability to tell a good story was important 
and a definite factor in one's social identity. Some 
of the stories told during class period were strictly 
for entertainment and social positioning, but others 
also were used as practice of ideas for writing. It 
may not seem appropriate use of class time for 
students to just talk and tell stories, but how is a 
teacher to know when a storytelling is practice for 
writing? How important is the effect of the social 
positioning and definition of identity connected to 
the storytelling on the student's perception of the 
writing process and himself or herself as a writer? 
Is it possibly important (especially for students from 
cultural backgrounds where storytelling is valued 
highly) for the teacher to consider making oral 
storytelling a part of writing classroom activities? 
300 
In this study, reading aloud of another student's 
writing was a form of praise and also of 
storytelling. This reading aloud, and most of the 
other talk in the group, may seem noisy to many 
teachers. Where does one set the limit of acceptable 
level of noise and amount of talk? How much talk is 
too much? Is it necessary for teachers to address the 
factor of talk when establishing peer writing groups 
in their classrooms? Britton [1970], Moffett [1981, 
1983, 1988] and other proponents of peer groups in the 
writing class are also proponents of student social 
talk in the classroom. Given the findings of this 
study, teachers may need to reevaluate their opinions 
on talk in the classroom, their limits and control on 
student social talk, and the social aspect that 
writing plays in the world of their students. 
The above discussion suggests additional questions 
that practitioners may wish to ask themselves when 
considering the use of peer groups as part of writing 
instruction. One major question would be about the 
amount of freedom the peer groups need to be given in 
order for them to form the norms of language use that 
allow them to function as a speech community. 
Relinquishing control can be a problem for teachers 
who are accustomed to directing the activities of 
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their classrooms. Given particular situations, the 
amount of direction and modeling required in aiding 
the students in understanding the task and its 
accomplishment is something that teacher may need to 
experiment with and adjust. 
Another question teachers may need to ask 
themselves is how to integrate the task and the 
writing process in ways that will allow the peer group 
members to interact with one another so as both to 
accomplish the task and to establish a working 
community within their peer group. Though the writing 
task is not the subject of this current study, results 
of the data analysis indicate that involvement with 
the task is the basis for much of the social 
interaction in the peer group. 
In addition, teachers may need to consider the 
question of monitoring the talk and activities of the 
various peer groups. Hopefully the students will work 
well together and establish norms that not only help 
them to accomplish the writing task, but also aid in 
positive social interaction. However, as there may be 
situations where the negative aspects of the social 
interaction may take over the group, the teacher may 
want to establish interactive links with the various 
peer groups in the class to allow for monitoring of 
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their activities and talk. This could be accomplished 
by the teacher's sitting in with the various peer 
groups as a reader or discussant. 
Overall, it is important for practitioners to be 
aware that each peer group is a separate community 
unto itself, and will establish norms specific to the 
needs of the group and to the individual interests and 
backgrounds of the group members. As the results of 
the study suggest, giving peer groups the time and 
opportunity to develop into a community where their 
social identities are defined by their involvement 
with the writing process may aid students to feel less 
threatened by writing and give them a sense of power 
and control over both the process of writing and their 
identity as students. 
5.4 Conclusion 
This study was done with one specific peer group 
and may not represent the same way other peer groups 
would deal with community building. However, the fact 
that the group did develop norms for directing the 
talk within their group is significant. That those 
norms are based upon aspects of the writing process 
and storytelling is important in that it indicates the 
existence of a means through which writing and social 
identity are connected. This is a connection which 
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may previously not have been considered by writing 
researchers. Gere [with Abbot, 1985; with Stevens, 
1985], Freedman [1987], Stock and Robinson [1989] and 
others have indicated that students in writing groups 
talk a great deal about writing, as does this study; 
\ 
however, here it has also been shown that the students 
use talk about writing as a means of negotiating their 
status within the group and of redefining their 
individual social identities as members of the group. 
Both researchers and practitioners need to be 
aware of the connection between classroom 
instructional activities and the development of social 
identity on the part of students, as well as the role 
that talk plays in its construction. As the findings 
from this study indicate, there is a connection 
between the construction of the community of the peer 
group, the definition of individual peer group 
member's social identity, and the writing process 
activities. Talk is the means of constructing the 
community, defining social identity and accomplishing 
much of the process. Researchers [Connell, et. al, 
1982; Willis, 1977; Shuman, 1986] have found that the 
way in which many educators view school is often quite 
different from how their students view it. This 
difference of viewpoint lies as much in a theoretical 
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conflict about the means of affecting the education of 
the student as it does in the educators' lack of 
understanding of the social relevance of the student's 
participation in the process of education. Educators, 
both theorists and practitioners, mainly tend to be 
concerned with the teacher's role in instruction and 
learning. They often view school simply as the 
location for the process of transmitting information; 
however, for the students, school is not only a place 
to learn, but it is often the center of their social 
world. 
I began Chapter 2 by discussing the social aspects 
of writing and I noted that the aim of doing writing 
was social and that process writing instruction 
contains many social activities. Writing has long 
been considered a means of personal expression, but in 
this study the process of writing has been found to 
offer a means of expression through which the 
individual may establish a social identity and 
negotiate a position of membership within a 
community. It is through talk that this negotiation 
takes place. The community of the peer group is 
constructed and functions with language, and the 
members' social identity is established through talk. 
On page one I quoted Britton [1970] as stating that: 
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perhaps the most important general 
implication for teaching, however, is to note 
that anyone who succeeded in outlawing talk 
in the classroom would have outlawed life for 
the adolescent: the web of human relations 
must be spun in school as well as out 
[p. 223]. 
It has been thirty years since he wrote those words 
and as Wells [1991] points out talk is still one of 
the least understood aspects of classroom instruction 
especially student-centered and student-directed 
talk. The purpose of this study has been to add to 
that understanding some insight into the talk of 
students as they use various activities of school 
instruction to define the way in which they perceive 
themselves, affect their social positioning, create 
social identities, and build a feeling of community 
and mutual understanding in the classroom. 
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APPENDIX A 
TRANSCRIPT OF 3/24/88 
The following transcript is of a class period 
early in the study, when Brains had dropped out of 
school and Birdy was not yet a group member. The 
students are at the start of a writing assignment and 
are in the process of brainstorming and making notes. 
There are three major storytellings in this 
transcript: Cubby's father's gravedigger story, 
Cubby's "House I" story, and Cubby's "House II" story. 
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001 B Ah (to teacher who is 
working at desk) 
002 B Can 
003 B Ah 
004 B I'm really kinda lost 
005 B Can this be a western? 
006 T Yuh 
007 T anything you want 
008 C (laughs) 
009 C Buffalo Boogie! 
010 C (laughs) 
011 C&J (laugh) 
012 C (sings) Do-da do-da 
do-do 
013 J (sings) Happy trails to 
you 
014 J (laughs) 
015 C&J (laugh) 
016 J Buffalo Boogie and 
Pecos Bill 
017 C&J (laugh) 
018 J Oh man 
(pause) 
019 J Bullshit Boogie 
020 J (laughs to himself) 
021 B OK 
022 B (to himself) A plot 
outline of what's gonna 
happen 
023 J (sings) Boom-ba-dee a 
boom-ba-dee 
024 C (sings) Boom-ba-dee-dee 
boom-ba-dee-da 
025 J Yah 
026 J that's how it goes 
027 B We need a plot outline 
of what's gonna happen 
(starts to write) 
028 J Writing down of what 
the story should be 
about? 
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029 C Oh man 
030 C Gee 
031 C Ah 
032 C My Dad 
033 C like 
034 C for extra work 
035 C he use ta dig graves 
036 C When he was a kid 
037 C Like 
038 C dig em for when people 
died 
039 C Like 
040 C he hadda go out with a 
shovel 
041 C and dig em all up 
042 C Well 
043 C he said 
044 C they were buryin' 
somebody next to a 
great grandfather 
045 C or somethin' like that 
046 J Whose great 
grandfather? 
047 C I don't know 
048 C It was a long time ago 
049 c Anyway 
050 c they didn't have those 
cement things 
051 c castings 
052 c all the way around it 
053 c so 
054 c it was just the ( ? ) 
055 c they just threw in the 
coffin 
056 c and buried it 
057 c Well 
058 c he was diggin' 
059 c and he went like this 
060 c (gestures with a 
pick-axe like movement) 
061 c and it like cut the 
whole side of the 
wooden coffin off 
062 c and it fell out 
063 c Whoosh! 
064 c And everything poured 
out of the coffin 
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065 J Barf! 
066 J That's gross! 
067 C (giggles) 
068 C He said 
069 C it was the fastest he 
ever jumped 
070 C He said 
071 C it was about a six foot 
jump 
072 C He said 
073 C he went ',oomph,, 
074 C and he was outta there 
075 ALL (laugh) 
076 J That would be 
something! 
077 J Did he see what it 
looked like? 
078 C No 
079 C He said 
080 C not much fell out 
081 C Just 
082 C kinda like 
083 C dirt and dust poured 
out 
084 C But 
085 C everything stayed in 
there 
086 C He had to pack the dirt 
back in so 
087 J He put it back in? 
088 C Yuh 
089 C They had to go back 
down 
090 C and pack the stuff back 
in 
091 J Oh man! 
092 C Pack dirt on the side 
of it 
093 J I couldn't a deal with 
a dead (?) 
094 ALL (laugh. Boogie has 
been writing all the 
time) 
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095 C Yuh 
096 C a skull 
097 J I can't believe that 
098 J ah 
099 J seeing a person dead 
100 C A little ring comes up 
101 C a hand pops out 
102 C the skeleton jumps up 
103 C "tag sale" 
104 J "Hey man 
ring" 
gimme my 
105 ALL (laugh) 
106 J I saw 
107 J ah 
108 J what movie was that? 
109 C I was just thinking 
110 J House Two 
111 C Yuh 
112 C I was just gonna say 
the same thing 
113 C the guy comes up 
114 J Yah 
115 C "Hey I'm your cousin" 
116 C or somethin' 
(pause, during which 
both Boogie and Jock 
are writing) 
117 C That guy was wicked 
cool 
118 J It was pretty gross 
though 
119 J I'm gettin' sick 
(long pause, during 
which Boogie and Jock 
write) 
120 C And 
121 C that other guy 
122 C ah 
123 C Black Bart 
124 C or whatever 
125 C What was his name? 
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126 J Yah 
127 J I know 
128 J that dude 
129 J for the 
130 J for the ( ? ) 
131 J and came and took it 
132 C Yuh 
133 J The skull 
134 J and went into the house 
135 J ah 
136 J oh man! 
(pause, during which 
Jock returns to 
writing) 
137 C Yuh 
138 C I like that electrician 
guy 
139 C He bagged a big hole in 
the wall 
140 J I didn't even see the 
whole movie 
141 C Oh 
142 J I only saw part of it 
143 C Well 
144 C he had ta 
145 C like 
146 C somethin' went wrong 
with the electicity 
147 C a switch wouldn't work 
148 C so he pulls the switch 
out 
149 C and the wire 
150 C he goes and yanks it 
out and he goes whoops 
151 C and the wire whoooose 
and it cuts right 
through the sheetrock 
152 C and it left a snake 
pattern in there 
153 C and he goes 
154 C he goes like this 
(demonstrates) 
155 C and he keeps pullin' 
and he's cuttin all the 
sheetrock 



























and he takes out a big 
piece of sheetrook 
and he looks inside and 
there's 
like 
these big iron spikes 
and there's 
like you can see this 
cave goin' way inside 
then he looks around 
the corner and the 
wall's like this wide 
(shows) 
and it goes all the way 
down 
and it's like 
there's a cave goin' 
inside there 
but 
ya can see wicked deep 
about a hundred feet 
and he looks around the 
other side of the wall 
and there's nothin' 
there 
and then the guys come 
and he shows it to 'em 
and they realize that 
that was where the 
skull was 
or somethin' 
so they climb in there 
and the electrician guy 
opens up his toolbox 
and pull out the bar 
and he's got a samuri 
sword he pulls out 
then it turns into 
like an Indiana Jones 
thing 
he swings around on 
loops 
and stuff 
ah (fades off) 
it's weird 
183 J I like the first one 
184 C Yuh 
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(pause) 
185 C Oh man 
186 C that 
187 C that thing in House 
188 C did ja see the first 
House 
(slight pause) 
189 C did ya see the first 
House 
190 J No 
191 C That was so sick 
192 J I heard it was stupid 
193 C It was better than the 
second one 
194 C where's that girl 
friend turns into this 
195 C creature type of thing 
196 C and at the end he ends 
up hacking her up 
197 C the things like all 
blue 
198 C and 
199 C and he carries these 
body parts all over his 
lawn 
200 C and a dog comes and 
digs a hand up 
201 C and takes off with it 
(slight pause) 
202 C well 
203 C his next door neighbor 
comes over 
204 C and bring a kid over 
for him to baby sit 
205 C and the kid comes in he 
turns around and the 
guy looks 
206 C the hand's stuck on the 
back of the kid's back 
207 C and it's like chopped 
off right here (shows) 




209 C you shoulda seen the 
neighbor who brought it 
over 
210 C thought he was gonna 
get a little 
211 C but he didn't 
212 J (grunts) 
213 C He goes 
214 C she goes "well we 
should see each other 
sometime 
215 C we should get to know 
each other a lot 
be 11e r" 
216 C and he goes "OK OK" 
189 C and she comes over 
190 C and she gets all 
excited cause she sees 
him . . .(fades off) 
191 J Yah 
192 J Ah god damn 
193 J I gotta write this 
194 C What's it gonna be 
about? 
195 (Jock continues to 
write) 
196 J Uh 
197 J What? 
198 C A western? 
199 J A western? 
200 C A. western 
201 C (laughs) 
202 J No (he sounds 
perturbed) 
203 C Boogie (he gestures 
toward Boogie) 
204 C The kid's already got 
it all figured out 
205 B So 
206 B yah! 
207 C All I know is 
208 C that 
209 C mine's gonna be playing 
with demo records 
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210 T (from his desk where he 
is writing) Cubby 
211 T do you need any help? 
212 C What? 
213 C No 
214 C I'm thinkin' 
215 T Oh 
216 C Just tryin' to get 
ideas 
(long silence during 
which all three write) 
217 C Plays demo records 
backwards 
218 C this guy does 
(very long silence 
while writing 
continues) 
219 J (to teacher who is 
still working at his 
desk) Urn 
220 J What's a town in New 
Hampshire? 
221 T Small one 
222 T medium 
223 T big? 
224 J Small one 
225 T Ah 
226 T small one 
227 T use 
228 B Buxom 
229 T Why don't you use 
Orford 
230 T O-R-F-O-R-D 
231 C In New Hampshire? 
232 J 0 - what? 
233 T O-R-F-O-R-D 
234 J O-R-F-O-R-D 
235 T (describes the town) 
236 T Is that going to work? 
237 J Yah 
238 C What's this gonna be? 
239 J Huh? 
240 C What's it gonna be 
like? 
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241 J I don't know 
242 J It's gonna be like a 
243 J (clears throat) 
244 C Is it takin' place in a 
house 
245 C or like a guy chasin' 
around 
246 C killing everybody all 
over town? 
247 J Naw 
248 J I don't know 
249 J It's gonna be one house 
250 J right now 
(very long silence 
during which they all 
write) 
251 B (he kicks Jock) 
252 B That's your foot 
253 B I thought it was the 
chair 
254 J Yah 
255 J you bet! 
(long silence during 
which Cubby and Jock 
write, but Boogie 
appears to be finished) 
256 B (taps his pen on table) 
257 (silence) 
258 B (takes out a pack of 
gum) 
259 J (he smells it) 
260 J Gimme a piece of that 
261 B Yah 
262 B for fifteen cents 
263 J So 
264 J You were gonna buy one 
off me for a quarter 
265 B I was not 
266 J You were so 
267 B No 
268 B you said a quarter 
269 B and 
(the bell rings for the 
end of class) 
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APPENDIX B 
TRANSCRIPT OF 4/07/88 
This transcript from a class in the first semester 
of the study when there were only three members of the 
peer group. During this class they are responding to 
each other's rough drafts of a story. It is in this 
class that Cubby tells his substitute teacher story. 
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001 C (to teacher) How are we 
supposed to know 
002 C if the setting fits the 
story 
003 C if it doesn't say where 
the setting is 
004 T Well 
005 T can't you tell him 
006 T that you don't know 
where the setting is 
007 C Yah 
008 C There's nothing wrong 
with it 
009 C is there? 
010 T Whose are you reading 
Oil T Boogies? 
012 C Boogies 
013 T Boogies setting is all 
right 
014 C Well 
015 C I didn't read it yet 
016 T Read it 
017 T and see 
(pause while all read) 
018 C Zachary Donovan? 
019 C Hee hee (laughs) 
020 B Somethin' to do 
021 C Figured 
022 C nobody in here knew him 
023 C Huh? 
(pause while all read) 
024 C Is he your uncle? 
025 B Grandfather 
026 C What? 
027 B Grandfather 
028 C Grandfather? 
029 C No way! 
030 C He's not very old 
031 C is he? 
032 B Sixties 
033 B I guess 
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(pause while all read) 
034 C (to Jock) You're 
readin' mine 
035 C so 
036 C like 
037 C you should have that 
paper 
038 C shouldn't you 
(pause while all read) 
039 C (to Boogie) Got a name 
for your story yet 
040 B I don't know 
041 C I know what the name of 
mine is 
042 B Death Valley 
(pause while all read) 
043 B Oh 
044 B This is Jock's 
045 C Western part one 
046 C Hum 
047 C It's pretty good 
(pause while all read) 
048 C Is this a scary 
western 
049 B Just read it 
050 B and you'll find out 
051 C Boom-ba-de-da 
052 C Boom-ba-de-da 
053 J Ha ha (laughs) 
(long pause while all 
read) 
054 C Buckskin? 
055 C What'd you do 
056 C get that from Ms. 
Rhinehart's class 
057 C Buckskin! 
058 J Where was that in 
class? 
059 C I never heard of a 
horse called a buckskin 
060 B It's a kind of horse 
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(long pause while all 
read) 
061 J Cubby and buffer 
062 B Cubby hole! 
(long pause while all 
read) 
063 J Ha ha (laughs) 
064 J It reaks! 
065 C Boogie farted 
066 J Huh? 
067 C I said 
068 C Boogie farted 
069 B Right! 
070 C And 
071 C it reaks real bad 
072 B Boogie's proud of it 
(very long pause while 
all read) 
073 J Boy! 
074 C What? 
075 C Did you find the part 
with you? 
(very long pause while 
all read) 
076 C Here's your Western 
setting 
077 C but there's no bushes 
on the side 
078 B There doesn't have to 
be 
079 C Yah! 
080 C Well 
081 C It should (lost words) 
082 B Boy! 
083 B Am I gonna write some 
bad shit about him 
(long pause while all 
read) 
084 C My setting is not very 
good 
085 J It's pretty good 
086 C I didn't 
087 C like 
088 C describe my setting at 
all 
089 C not a bit 
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(pause while all read) 
090 B (taps pen on table) 
091 B Dumb 
092 B Dumb 
093 B Ho hum 
094 B Ho hum 
095 B It isn't scary 
096 B Cubby 
097 B this is a neat pen 
098 C It's Keith Andrew's 
099 C There's a lot of them 
around 
100 B What's it write black 
for 
101 C Why 
102 C it hadda write black 
(very long pause while 
all read) 
103 J (passes paper to 
Boogie) Check this out! 
104 B What is this! 
105 J Oh, man! 
(very long pause while 
all read) 
106 C Boogie wrote somethin' 
about me 
107 J (laughs) 
108 C He told me he did 
109 C and now I find out 
110 C that he did 
111 B I'll change the name if 
you want 
112 J He can always add your 
( ? ) 
113 C I'd rather he changed 
the name 
(pause while all read) 
114 C Cherry thinks she's 
special 
115 C she's a cheerleader now 
(pause while all read) 
116 C (to teacher) Did you 
get a bad report 
117 C from the substitute 
118 C yesterday 
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119 T No 
120 T Why 
121 T Were you mean to her 
122 C No 
123 C We didn't do anything 
bad 
124 C She just said that 
125 C ah 
126 C We 
127 C I can't think of what 
she said 
128 C she said somethin' 
129 C like 
130 C she 
131 C she said we were the 
first 
132 C we were the first class 
that she'd had any 
trouble with 
133 C all day 
134 C or somethin' 
135 C She really didn't have 
any trouble with 
136 B Jock tried goin' 
through the window 
137 B that's all 
138 T Which window? 
139 C He fell over 
140 C almost fell over 
backwards in the chair 
141 C and he grabbed onto the 
curtain 
142 C to steady himself 
143 C you know 
144 C and she started 
screamin' 
145 T The curtain 
146 T that means 
147 T he was sitting over 
there 
148 T huh? 
149 C Yah 
150 C we moved over there 
151 T I see 
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152 C Why did we move over 
there? 
153 B Cause I did 
154 B They followed me 
155 T Oh 
156 T It was all because 
157 T Boogie was sitting over 
there 
158 T That's how Boogie got 
back in the group 
159 T the group moved over to 
join him 
160 J Yuh! 
161 J We wanted to sit with 
Boogie 
162 (Cherry from next table) 
She said we were the 
worst she ever had 
163 C It was all his fault 
164 C I was just sittin' here 
quiet 
165 C doin' my work 
166 J Yah! 
167 J Right 
168 J Boy! 
169 C Right! 
170 C Boogie? 
171 C It was all Jock's fault 
172 C He started tippin' over 
his chair 
173 J You bet! 
(pause while they read 
and then exchange 
papers) 
174 C I want to see what you 
wrote about Boogie's 
175 C You forgot to write 
your name on it 
(pause while they read) 
176 C Stoppin' her fall? 
177 C This is a guy 
178 C isn't it? 
179 J What? 
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180 C This is a male 
character 
181 C isn't it? 
182 J Why 
183 J What did I put 
184 C Her 
185 J I did? 
186 C Stopping her fall 
187 J Then change it to him 
188 B What was the dude's 
name 
189 B that Buzz Saw 
190 C Buzz Saw? 
191 C the D.J.? 
192 B No 
193 B Who was Death after 
194 C Evil Entity 
195 B No 
196 C The kid 
197 B Yah 
198 C or are you talkin' 
about the D.J. 
199 C the kid is Evil Entity 
200 B OK 
201 J Well 
202 J who was Buzz Saw Bob 
203 C the D.J. 
204 C There was a radio 
announcer 
205 C or did you not 
understand that 
206 C that was a radio 
announcer 
207 J I did 
208 J but 
209 J I thought that it was 
210 J but 
211 J I thought that it was 
Evil Entity 
212 J who was the dude who 
was 
213 J the way that you put it 
214 J I thought that 
215 J ah 
216 J Evil entity was the 
dude who was 
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217 J ah 
218 J Evil 
219 J I think you put 
220 J Well 
221 J Buzz Saw Bob was 
listening by the 
station 
222 C Yah 
223 J by the station 
224 C No 
225 C I put Evil Entity 
226 C I think I did 
227 J I could swear you put 
Buzz Saw Bob 
228 C (checks paper) Yah 
229 C (reads) IF EVIL ENTITY 
IS OUT THERE IN MUSIC 
LAND LISTENING 
230 C STOP BY HERE AT WROC 
(pause while Cubby 
reads to himself) 
231 C So 
232 C you understand Buzz Saw 
Bob as being the kid? 
233 J Yuh 
234 C OK 
(pause while they 
return papers and read 
comments) 
235 J (to Boogie) 
Restrictions 
236 J that's what I was 
trying to tell you 
about 
237 B Well 
238 B what about 'em 
239 C (while reading) Ha! 
240 C I like that 
241 C Death shall rise and 
there will be a 
massacre 
242 J You know I had 
restrictions 
243 J didn't you 
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244 C (to teacher) Should I 
245 C like 
246 C fold this in half 
247 T Sure 
248 B I'm gonna write 
somethin'tonight 
249 J Me 
250 J I'm going to do what he 
told me to 
251 J like 
252 J have 
253 J ah 
254 B (in response to written 
comment) There wasn't 
anybody with him 
254 J There wasn't? 
255 J like part of it 
256 J you said 
257 J ah 
258 J this is where we found 
out 
259 J or this is the place 
where we wanted to see 
260 J or somethin' like that 
261 B He probably meant 
262 B he meant 
263 C (who has been busy with 
his folder) What are 
you planning to do with 
your story 
264 B (lost due to noise) 
265 C What 
266 C you mean 
267 C like 
268 C have the kids get 
scared 
269 C or something? 
270 B It's 
271 B like 
272 B a hundred miles to the 
nearest town 
273 J Are they all gonna wake 
up 
274 J and just say it's a 
dream 
275 B Yuh 
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276 J and 
278 J ah 
79 * J have part of it be 
280 J like 
281 J part of it be 
282 J ah 
283 J where they're all doin' 
the same thing 
284 C Or 
285 C you can be there 
286 C like 
287 C ah 
288 C is this all going to 
take place over a day 
289 J What'd you guys do with 
my paper clip 
290 J (to teacher) Can I have 
another paper clip 
291 T Here 
292 B No 
293 B just the one night 
294 J And 
295 J then write 
296 J every night the same 
thing! 
297 C And 
298 C like 
299 C nobody 
300 C everybody was afraid of 
dropping in 
301 C on everybody else 
302 C and 
303 C nobody would notice 
304 C that everybody was 
doin' the same thing 
305 C And 
306 C then 
307 C like 
308 C realize at the end that 
309 B No 
(the bell rings) 
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APPENDIX C 
TRANSCRIPT OF 10/25/88 
This transcript is from the second year of the 
study and Birdy is now a member of the peer group. 
The class assignment is to respond to a rough draft of 
a peer's story and offer editing suggestions. The 
transcript contains examples of reading aloud of 
members' writing and four major storytellings: Jock's 
■0 
writing story. Cubby's bar story, Birdy's story about 
Seth, and Cubby's Johnny Carson story. 
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001 B Ah 
002 B How long is it supposed 
to be 
003 J Twenty pages 
004 J Boogie 
005 T (to Boogie who has coat 
on) Is it cold in here 
today 
006 A Yah 
007 B Yah 
008 J How ya doin' 
009 J Boogie 
010 J (laughs) 
Oil A Boogie's been in the 
head 
012 A (laughs) 
(background noise - audio 
lost) 
013 A I didn't do that 
014 A that's no good 
015 B Oh 
016 B Where's my pen 
017 C Did ya leave your pen 
018 C in the head 
(audio lost - background 
noise) 
020 T If you need to ask the 
author 
021 T about his or her story 
022 T like in Jock's case 
023 T where you can't read 
his handwriting 
024 T then 
025 T try to do it quietly 
026 A I'll read yours 
027 A Jock 
028 A (laughs) 
029 B I have a question 
030 B Mr. Ludlam 
031 B what happens 
032 B if we're not completely 
finished 
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033 B with our story 
034 B Can we still have a 
chance 
035 B to finish it 
036 T Yes 
037 T but I'd like some sort 
of feedback 
038 T today 
039 (girl) What about our 
title 
040 C We have to have a 
title! 
041 J Poor Cubby 
042 J poor Cubby 
043 J you woosee 
044 B Jock is whispering 
sweet nothings 
045 B at Cubby 
046 A Sweet little nothings 
047 A (laughs) 
048 A Sweet little truths 
049 B Yah! 
050 B into the tape recorder 
051 C (to Birdy) You should 
hear the stuff he'd say 
052 C last year 
053 C He'd tell him (tape 
recorder) 
054 C all sorts of stuff 
055 A Tell him what 
056 A like 
057 A Boogie doesn't have his 
058 C I'll read your story 
059 C Boogie 
060 C all right 
061 C can I 
062 B All right 
063 B go ahead 
064 J (laughs) 
065 J What's up 
066 A He's playin' with the 
tape recorder 
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067 T Don't play with that 
button 
068 T or I'll go deaf 
069 C OK 
070 C What's this mean 
071 T That the batteries are 
getting low 
072 J (to the teacher) Was 
this supposed to be 
fifteen 
073 J or twenty 
074 B I have twenty 
075 T Minimum of twenty 
076 J Absolutly? 
077 B Absolutly 
078 A Mr. Ludlam 
079 A I don't understand 
080 A what you're doin' with 
this stuff 
081 T We'll go over it later 
082 T after you've read this 
083 C Do you want me 
084 C to write a comment 
085 B Don't do anything 
086 A (to the teacher) On a 
separate sheet of paper 
087 A do you want us 
088 A to answer those 
questions 
089 A we came up with 
090 A the other day 
091 T Yes 
092 T I gave you a sheet of 
paper 
093 T with them on it 
094 A Oh 
095 A that's what this is 
096 T Yup 
097 A All right 
098 J So 
099 J We're readin' one story 
100 J right? 
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101 T (to Birdy) when you get 
a chance 
102 T check your characters 
103 T to make sure 
104 T I got all the 
information 
105 T we need for the 
computer list 
106 C Am I on there 
107 A OK 
108 J Are we only reading 
109 J only one of us 
110 J has to read a story 
111 J right 
112 T Right 
113 A Only one of us 
114 A has to read a story 
115 B Ah 
116 B something's wrong here 
117 A and we'll talk about it 
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118 B Mr. Ludlam 
119 A later 
120 B Something's wrong here 
121 J Right 
122 J I wrote your name on 
that 
123 J for ya 
124 T What's wrong 
125 B It's up side down 
126 T That's what's wrong! 
127 B Yah 
128 B I'll just 
129 B ah 
130 T You can flip it around 
131 T can't you 
132 B Yah 
133 B but 
134 B it'll mess up my mind 
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135 C (writing) AUTHOR'S NAME 
136 J Spelled it wrong 
137 C Did I 
138 C how do ya spell it 
139 J (spells Boogie's last 
name) Le- 
140 C Le- 
141 A LePew 
142 A (laughs) 
143 A Boogie LaPew 
144 C What's the title of 
your story 
145 J Mine 
146 J I didn't have one 
147 C Me neither 
148 A I'll just put 
149 A Jock's story 
150 J If you keep that shit 
up 
151 J I ain't gonna write 
nothin' 
152 J I'll put "suspense" 
153 A You guys hear that 
154 J What 
155 A (whispers in Jock's 
ear) 
156 J You're a fuckin' fag 
157 J Birdy 
158 A I'm what 
159 J A fuckin' fag 
160 A (laughs) 
161 A A fuckin' fag 
162 C Get your knee off mine 
163 C What the hell 
164 C the kid's going 
165 C (demonstrates) 
166 C up against my knee 
167 A What 
168 A I'm not gettin' off on 
your knee 
169 C The kid's really sick 
170 ALL (laugh) 
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171 B We don't have to read 
this from the beginning 
172 B do we 
173 B Cause 
174 B we already read some of 
this 
175 A We didn't do this 
176 B Can't we 
177 B just go through 
178 B and check if everything 
is all right 
179 J But you don't know 
though 
180 B Yes 
181 B ya do 
182 J Ah 
183 J good story 
184 J (showing paper) look at 
that 
185 J man! 
186 J I'm on the front page 
187 B The front page 
188 B (laughs) 
189 B You should be good copy 
(pause while they work) 
190 B (passing paper to 
Cubby) Author's name 
191 B Sign your name 
192 C Can't you write my name 
for me 
193 B on the top 
194 C Sign it 
195 B No 
196 B Cubby 
197 B All right 
198 B I'll write your name 
then 
199 A (kicks him) Did I get 
you 
200 C Yes 
201 A Sorry 
202 A Cubby 
203 B What's your middle 
initial 
204 C Why do you need to know 
205 C my middle initial 
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206 B What's your middle name 
207 C S 
208 B S what 
209 J Shithead 
(lost audio due to 
noise) 
210 A Stop botherin' me 
211 A I'm tryin' to read 
212 J Is it just chapter one 
213 A What 
214 A the name of my story 
215 A Bed knobs and dream 
mistakes 
216 C S and M 
217 B S and M 
218 B (laughs) 
219 C No 
220 C Big trouble in little 
Salem * 
221 A (laughs) 
222 A Big trouble 
Salem 
in little 
223 B Big trouble 
Cubby 
in little 
224 A Big trouble 
China 
in little 
225 A (laughs) 




227 B Here 
228 B Cubby 
229 B Check your things 
230 C I got a new folder 
231 B Cubby 
232 B you gotta check your 
things 
233 B you gotta check 
234 C (draws) Check 
235 B check and see 
236 B if your things are 
right 
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237 J Wow 
238 J Birdy 
239 J you got a lot of pages 
there 
(pause while they work) 
240 J Like 
241 J you fininshed with 
twelve pages 
242 J right 
243 A How many pages did you 
finish 
244 J Eight and a half 
245 C You put a couple of 
extra T's in Matthew 
246 C Matthew's with one T 
247 C isn't it 
248 B No 
249 B it has two T's 
250 C Well 
251 C you got T T T 
252 B Well 
253 B I just wrote Matt 
254 C Because he'd rather be 
called Matt 
255 B Yah 
256 C Do you want his full 
name here 
(pause) 
257 C (writes) Boogie 
258 C because of lack of 
intelligence 
259 J No 
260 J not lack of 
intelligence 
261 A Lack of ambition 
262 C Lack of motivation 
263 J Yah 
264 J that's the word 
265 C (writes) Failed to 
complete his story 
266 B Thank you! 
267 ALL (laugh) 
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268 C Signed 
269 C Boogie Le- 
270 ALL (laugh) 
271 J Any comments 
272 J Mr. Le- 
273 ALL (laugh) 
274 B Jock's just jealous 
275 B cause he never gets 
layed 
276 ALL (laugh) 
(pause while they work) 
277 A Will you leave that 
alone! 
278 A I'm trying to 
concentrate 
279 A and you're disturbing 
me 
280 A once again 
281 C Bull shit 
282 B Pauly 
283 B you call her Pauly 
284 J Pauly 
285 C Yah 
286 C that's what they call 
287 B (reads) PAULINE WENT 
OUTSIDE 
288 C It's Paul 
289 C but they call him Pauly 
290 A Hey 
291 A come look 
292 A hey 
293 A look 
294 A that needle moved to 
your voice 
295 A Hey 
296 B Wooooo 
297 B Dude 
298 J See if you can make it 
go above ten 
299 B Haaaaaa 
300 A Yah 
301 A Alf 
338 
302 C Did ya see that 
303 C last night 
304 C that was good 
305 C they had the Tonight 
Show staring 
306 C they had 
307 C staring Johnny Carson 
308 C slash 
309 C it said 
310 C Alf 
311 A Alf 
312 A (laughs) 
313 C They had the Pope on 
there 
314 C and it was really him 
315 C too 
316 C it was pretty good 
317 A The Pope! 
318 C Pope John-Paul 
319 C they had him on there 
320 C They closed the curtain 
321 C It was really him 
322 C It was funny 
333 C They go 
334 C what the hell'd they 
say 
335 C they say 
336 C and we present 
337 C his majesty 
338 C or somethin' like that 
339 C his lordship 
340 C the Pope 
341 C and they start 
church music 
all thi 
342 C and the 
343 C the curtains open 
344 C and he starts 
through 
walking 
345 C and he goes 
346 C no 
347 C wait a minute 
348 C time for some 
clips 
more 




350 C and he backs off 
351 C it was funny 
352 J Ha! 
353 A Guess ya had to be 
there 
354 A huh 
355 C And he smashed Johhny 
Carson's famous mug 
356 C splash 
357 C all over the place 
358 ALL (laugh) 
359 C (to teacher) Should we 
360 C keep this character 
sheet 
361 C at our table 
362 T What 
363 C You don't want it any 
more 
364 C do ya 
365 A We were pickin' on this 
Seth 
366 A wicked bad 
367 A hey 
368 J Ya did 
369 A Like 
370 A Ankle Pockets 
371 A goes to Seth 
372 A now he goes 
373 A he goes 
374 A is that your name 
375 A yah 
376 A he goes 
377 A are you goin' out with 
378 A Katrina Thomas [Jock's 
step-sister] 
379 A and Seth goes 
380 A yah 
381 A and Pockets goes 
382 A did ya get her yet 
383 A and he goes 
384 A no 
385 A not yet 
386 A (laughs) 
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387 J I'll give ya an item 
388 J if I find out that he 
does 
389 J I'll kill him 
390 C He 
391 C she'd get something 
392 A Like gangrine 
393 A (laughs) 
394 C Yah 
(pause while they work) 
395 J (reads) YOU BEAT THE 
KNICKERS OFF ME 
396 J Man 
397 A&C The knickers 
398 J That's what it says 
399 C Is that your story 
400 A Yuh 
401 A (laughs) 
402 J Beat the living 
knickers off him 
403 A I was gonna put 
404 A beat the fuckin' shit 
out of him 
405 A but 
406 J Ya can 
407 J if it's real life 
408 B (to the teacher) Did 
they swear back then 
409 T Yah 
410 B They did 
411 B Like the F word 
412 T They had different 
terms for them (lost) 
413 B Like what 
414 B two hundred years ago 
415 T Two hundred years 
ago they would (lost) 
416 C But 
417 C the story we're 
starting 
418 C uses the same words 
419 C that 
420 C the ones we already 
wrote 
421 T (lost) 
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422 C Are they words 
423 C that we consider bad 
today 
424 T Yuh 
425 T to some degree 
426 C What are they 
427 C like darn 
428 C and stuff like that 
429 B Darn! 
430 B (laughs) 
431 B Gosh 
432 B Golly 
433 T No 
434 T they were more like 
animal connected 
435 T You know 
436 T animal and parent 
connected 
437 C Parent connected 
438 T Yah 
439 T things about your 
mother 
X408 J Hey wait til you get 
to the end of my story 
X409 J man 
X410 J they had an orgee 
X411 A An orgee 
X412 A (laughs) 
X413 A I had 
X414 A ah 
X415 A I'll keep reading 
X416 J See what 
X417 J see what I got 
underlined right now 
X418 J down there 
X419 C Yah 
X420 J (sings) Down by the 
sea side 
X421 J (sings) see the boats 
go sailin' 
X422 J I started singing 
X423 J hey 
X424 J after I wrote that 
line 
X425 J (laughs) 
X426 J It was the last part 
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X427 J I stopped 
X428 J I stopped right there 
X429 J Birdy 
X430 A Yah 
X431 A What 
X432 A you wrote the rest 
this morning 
X433 J I think I 
X434 J No 
X435 J not all of it 
X436 J I stopped a little bit 
after that 
X437 J because I 
X438 J after I finished it 
X439 J I'm like 
X440 J Aaw man 
X441 J I want to listen to 
that 
X442 J so I put it on 
X423 J that's when I fell 
asleep 
X424 J (laughs) 
X425 J after I wrote that 
440 A (laughs) 
441 A Your mother! 
442 C Yah 
443 C they still use that 
444 C now-a-days 
445 A Your mother 
446 A (laughs) 
447 J Yah 
448 J you mother intercourser 
449 A (laughs) 
450 A Mother intercourser 
451 J What the hell is this! 
452 J (reads) SANTA CLAUS 
453 J Birdy? 
454 A I couldn't 
455 A I was thinkin' of 
456 A ah 
457 C It was Saint Nicholas 
458 C back then 
459 A You know what I was 
thinkin' of 
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460 A when I did that 
461 A was 
462 A ah 
463 A "Silent Night Deadly 
Night" 
464 A I started writtin 
465 A I was thinkin' 
466 A ah 
467 A oh no 
468 C You saw that 
469 C Was it any good 
470 B Both of them were 
471 J That was 
472 J that was not 
473 J wasn't that supposed to 
be funny 
474 A Nah 
475 A that was wicked 
476 A that was harsh 
477 C Was it good 
478 J Ah 
479 J I was thinkin' of 
"House" 
480 A "Peep Show" was funny 
481 A "House" was hilarious 
482 J Yah 
483 J that was funny 
484 C I feel the second one 
was 
485 A The second one was 
486 A just re-doing the first 
one 
487 A but 
488 A he was telling the 
story 
489 A It was dumb 
490 A I guess you had to be 
there 
491 B (reads) A GORILLA SUIT 
492 B (laughs) 
493 C Hey 
494 C tough 
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495 J King and Queen was 
about the best one 
496 J because in mine 
497 J Reggie dressed up as a 
king 
498 J and I was a jester 
499 C Yah 
500 C the first one was the 
story of how 
501 C his son 
502 C ah 
503 J (reads) A DEVIL'S SUIT 
504 J Birdy 
505 J (laughs) 
506 J the kid's all into 
507 J these modern day suits 
508 J Birdy 
509 J and it's only in the 
1920's 
510 A They had stuff like 
that 
511 J Yah 
512 J think they had devils 
513 J and stuff 
514 C (to teacher) Halloween 
515 C back then 
516 C what did they 
517 B had a gorilla 
518 C what did they dress up 
as 
519 C Didn't they just wear 
520 C ah 
521 C gowns 
522 C and they put 
523 C like 
524 C litle masquerade masks 
on 
525 C or something like that 
526 T Yah 
527 T they might be gypsies 
528 T or devils 
529 A Devils! 
530 A Ya see! 
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531 J (to teacher) What about 
Santa Claus 
532 J They didn't have that 
533 J (laughs) 
534 T (laughs) 
535 T Possibly not 
536 T unless somebody 
couldn't find a costume 
537 J What about 
538 J like 
539 J kings and 
540 J ah 
541 J jesters 
542 J I had that in mine 
543 C What about gorillias 
544 C (laughs) 
545 T Yah 
546 T they had animal suits 
547 T too 
548 C See! 
549 A You're right on all of 
' em 
550 A except me 
551 C What 
552 C&J Santa Claus? 
553 A No 
554 A they coulda had it 
555 A you never know 
556 A it's my story 
557 B Everybody in my story 
558 B came in the nude 
559 A (laughs) 
560 A Birthday suits 
561 B Nothin' wrong with that 
562 J That's what his whole 
place is going to be 
like 
563 J all of em 
564 B It's a nudist mansion 
565 J (laughs) 
566 A (giggles) 
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567 B Georgous 
568 B baudacious 
569 B bunnies 
570 B bouncing around 
571 ALL (laugh) 
572 B Hey 
573 B they haven't seen it 
574 B til they've seen mine 
575 J (laughs) 
576 J See it swinging by 
577 A (laughs) 
578 A Boom 
579 A Boom-boom 
580 A Boom 
581 J Yuh 
582 J Boom 
583 J Here comes Boogie 
584 ALL (laugh) 
585 B It's true 
586 C Right 
587 C Boogie gets stuck in 
the door 
588 A (laughs) 
(lost audio) 
589 A Fire trucks 
590 A (laughs) 
591 A Boogie 
592 A you're a hurtin' puppy 
593 A hey 
594 J Right! 
595 J you can think of all 
these good things 
596 J but you can't put 'em 
down on paper 
597 J (laughs) 
598 B Sure I can 
599 A You just don't want to 
600 J Or 
601 J you just don't 
604 A Cornholder! 
605 C Yah 
606 C you know 
607 C ah 
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608 C you know Jim Young 
609 C you know Jim Young 
610 C Well 
611 C in the bar 
612 C there was some guy 
613 C I can't 
614 C ah 
615 C there was 
616 C ah 
617 C some nice lookin' chick 
618 A Some body 
619 A (laughs) 
620 ALL (laugh) 
621 C there was some nice 
lookin' chick 
622 C at the Red Barn 
623 C some guy kept goin' 
around 
624 C and offering everybody 
ten bucks 
625 C to ask her out 
626 C or something like that 
627 B Cubby? 
628 B Cubby? 
629 B I 
630 C and 
631 C ah 
632 B Cubby 
633 B I 
634 C wait 
635 C ah 
636 C Jim Young 
637 C Jim was 
638 C like 
639 C wicked cocked 
640 C and 
641 C he goes 
642 C why don't you just 
leave us alone 
643 C you fuckin' cornholder 
644 A (laughs) 
645 A Cornholder! 
646 C and the guy left 
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(pause while they work) 
647 C Where are those pages 
648 C does he already know 
649 B Yah 
650 B he already told me 
651 B ya don't have to make a 
big thing about it 
652 C So 
653 C that means 
654 C I can leave this blank 
655 A No 
656 A Did you have it home 
657 A or you just didn't do 
it 
658 B I left it home 
659 B man 
660 C He did it 
661 A (laughs) 
662 A I'll have it for you 
663 A for Christmas 
664 B None of your fuckin' 
business 
665 C Too 
666 J (reads) A FIVE FOOT 
TALL LAMP 
667 J Birdy 
668 J that's a pretty tall 
lamp 
669 A They had 
670 A they didn't have small 
lamps 
671 A back then 
672 A we have 
673 A we have 
674 A ah 
675 A like a 
676 A (to teacher) You know 
677 A those really tall 
678 A tall lamps? 
679 T Yah? 
680 A Did they have those 
681 A back then 
682 T Yes 
349 
683 A Yah! 
684 A see 
685 A I was thinkin' 1920's 
686 B (reads) THREE-QUARTERS 
ERECT 
687 B (laughs) 
688 C Did you ever see that 
movie 
689 B Oh 
690 B Yah 
691 C It was hilarious 
692 B Yah 
693 B he was walking around 
like that 
694 B Boing! 
695 J (puts down paper) This 
guy was taking a bath 
in beer 
696 J Birdy 
697 J had him fill a tub with 
beer 
698 J and the guy's drinkin' 
in the bath tub 
699 J man 
700 A That's cause the guy's 
701 B It must smell real good 
702 A No 
703 A He's a wicked wicked 
alcoholic 
704 A and it be like 
705 A ah 
706 A like 
707 A ah 
708 C Where'd you get that 
from 
709 A A dream 
710 J (reads) I LAUGHED TO 
MYSELF 
711 J AND SAID THAT 
712 J ALCOHOL DOESN'T GET YOU 
ANY 
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713 A What 
714 J Birdy 
715 A Oh no 
716 A are you serious 
717 B Doesn't get you 
anywhere? 
718 C (reads) DOESN'T GET YOU 
ANY 
719 A No 
720 A seriously 
721 C It finishes right here 
722 C Why'd you indent it 
723 A I don't know 
724 A Wait 
725 A I'll put a comma there 
726 A so ya can read it 
727 A right 
728 C Now 
729 C let me see 
730 C (draws on paper) like 
this 
731 A Get out of here! 
732 C Just wrote a big arrow 
733 C there 
734 J Shut up 
735 J Cubby 
736 C (laughs) 
737 A I put 
738 A bottoms up 
739 A (laughs) 
740 A I was gonna say 
741 A he rolled em over 
742 A but I didn't 
743 J The guy goes down 
744 J says 
745 J excuse me 
746 J goes back upstairs 
747 B He goes down? 
748 C Goes down on who 
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749 J (reads) I ESCAPED 
DOWNSTAIRS 
750 J AND STARTED THE PARTY 
751 J EXCUSE ME 
752 J the guy goes down 
753 J and started the party 
754 J and he goes back up 
755 J kills another person 
756 A Well 
757 A he hadda get the party 
on a roll 
758 A man 
759 A he hadda get everybody 
starting to 
760 J Don't these guys ask 
where 
761 ,J where he's going 
762 J where he's been 
763 A No 
764 A cause he's 
765 C He runs up 
766 C takes a bath in beer 
767 C and he gets the party 
going 
768 C runs back up 
769 C and hops in the tub 
again? 
770 A No 
771 A it's 
772 A it's 
773 B Wouldn't he stink? 
774 C No kiddin'! 
775 A No 
776 A I don't think 
777 A he ran back upstairs 
778 A I think 
779 A he just said 
780 A excuse me 
781 A and was gonna tell em 
something 
782 A I don't remember 
783 C I don't know 
(sarcastic) 
784 J You'd better start 
writing on that 
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(pause while they work) 
785 C (to teacher) I have a 
question 
786 T Yah 
787 C Do you have to give a 
good picture of 
788 C ah 
789 C the characters 
790 C cause 
791 C ah 
792 C in some stories and 
writers 
793 C they don't 
794 C they just 
795 T Right 
796 C You gotta imagine it 
yourself 
797 T Exactly 
798 C So 
799 C so you won't take off 
800 C if we don't really 
describe characters 
801 C cause 
802 C that's the way 
803 C I like to write 
804 C I don't like to 
describe characters 
805 T What you might want to 
do 
806 T when you get your 
evaluation sheet back 
807 T if they say that your 
characters are poorly 
described 
808 T you should write 
something 
809 T to explain why you did 
it 
810 A What the hell does this 
say 
811 A Jock? 
812 A (reads) THEY STARTED TO 
DANCE 
813 A MISS PETERS, JEFFERS 
AND MYSELF STARTED TO 
BRING OUT HOAR-DA-VOUS! 
814 A (laughs) 
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815 J Hors d'ouvres 
816 A Hors d'ouvres 
817 A (laughs) 
818 C Hoars - da - vers 
819 C that's how you spell it 
820 A Hors d'ouvres 
821 C Yah 
822 C that's how you spell it 
823 C the hoars-da-vers 
824 C I always used to say 
that 
825 C and I couldn't figure 
out what it meant 
826 A I'm sorry 
827 A I didn't know 
828 A that's how you're 
supposed to spell it 
(pause while they work) 
829 A Ah 
830 A you took care of him 
831 A and the rest of the 
guests 
832 A huh? 
833 A I thought I was the 
only one 
834 A who was killin' 
everybody 
835 J Not yet 
836 J read boy 
(pause while they work) 
837 B (writes) I'm not 
impressed with the 
atmosphere 
838 B but 
839 B it's OK 
(pause) 
840 A Awh 
841 A they all got booked 
842 A (laughs) 
(pause) 
843 B (laughs) 
844 B a medal of honor 
845 B (laughs) 
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(pause) 
846 J (reads) I BLEW HALF OF 
HIS HEAD OFF 
847 J ACROSS THE ROOM 
848 J THERE SPLATTERED 
AGAINST THE WALL 
849 J HALF 
850 A Well 
851 A he's got the guy 
852 A point blank 
853 A with his big assed gun 
854 C You sure it's half 
855 C not three-quarters 
856 C or 
(pause) 
857 A (reads) AND THEY LIVED 
HAPPILY 
858 A EVER AFTER 
859 A (laughs) 
860 C Everybody died 
861 C and they lived happily 
ever after? 
862 B He wrote that in ten 
minutes 
863 J You're full of it! 
864 J I wrote that in ten 
minutes! 
865 J At least I wrote mine! 
866 A Hey! 
867 A Hey! 
868 J What do ya mean 
869 J I wrote it in ten 
minutes? 
870 B I was 
871 B like 
872 B you wrote your last two 
pages 
873 B in ten minutes 
874 J I did not 
875 A Jock 
876 A I missed the big orgee 
877 J You missed it? 
878 A Yah 
879 A Where is it 
880 A I must have 
881 A like . . . 
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882 C He must have misspelled 
it 
883 J Right here 
884 J man 
885 A I read it 
886 A but I probably couldn't 
read it 
887 C I went to the big 
organism 
888 C (laughs) 
889 J Oh 
890 J there it is 
891 A (reads) THEY GO TO 
892 A THEY WERE GOING TO THE 
BIG ORGEE 
893 A DOWN IN THE CAVE 
894 A (laughs) 
895 J No 
896 J Right here 
897 J man 
898 C What was it 
899 C a one line orgee? 
900 A (laughs) 
901 A A one line orgee! 
902 J Right down there 
903 J I had orgee down there 
before 
904 J I didn't get into 
details 
905 J I just said that 
906 J the guests wanted to 
have one 
907 C They didn't have one? 
908 J They all had one 
909 J except 
910 J Reggie 
911 A Right after Jeffers 
brought up the whores 
912 J The hors d'ouvres 
913 ALL (laugh) 
914 B Let's have an orgee 
with the hors d'ouvres 
915 B (laughs) 
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916 J (reads) PATRICK WAS ON 
TOP OF PHYLLIS 
917 J BANGING HER 
918 J WHEN I ASKED HIM 
919 J (laughs) 
920 J DID YOU HEAR THAT 
921 J Gee 
922 J Birdy 
923 J let's put (?) 
924 A (giggles) 
925 A No 
926 B Is he reading that? 
927 C (laughs) 
928 C Yes 
929 J Right 
930 J That's not it 
931 J I read some more 
932 J before I read that 
933 A No 
934 A wait a minute 
935 A the idea is 
936 A that they're too 
wrapped up in what 
they're doin' 
937 A to notice anything 
938 J (reads) THEY WENT BACK 
TO HANGIN' AND BANGIN' 
939 J AS I SLIPPED INTO THEIR 
ROOM 
940 C Jesus Christ! 
941 C Birdy 
942 A Hangin' and bangin' 
943 A that's something Cubby 
knows nothin' about 
944 A (laughs) 
945 J (reads) I PUT ON THE 
SUIT OF ARMOR 
946 J AND THEY DIDN'T NOTICE 
ME 
947 J BECAUSE THEY WERE 
PRE-OCCUPIED 
948 J I LIFTED MY SPEAR HIGH 
ABOVE MY HEAD 
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949 J (laughs) 
950 J I LOOKED DOWN 
951 J TO THE 
952 J I LOOKED DOWN ON THE 
TWO LOVERS 
953 J AND I NOTICED THAT 
954 J THAT PHYLLIS WAS 
UNDERNEATH PATRICK 
955 J AND SHE NOTICED ME 
956 J AND SHE LET OUT 
957 J A STIFFENING SCREAM 
958 C a stiffening scream? 
959 C (laughs) 
960 A It doesn't say that 
961 J (to Boogie) What does 
it say 
962 B It say 
963 B (reads) AND SHE NOTICED 
ME 
964 B AND LET OUT A DEAFENING 
SCREAM 
965 A (to Jock) Read the 
words! 
966 A You piece of shit 
967 J Yah 
968 J (reads) THAT WOULD WAKE 
THE DEAD 
969 J AS SHE SCREAMED 
970 J IT STOPPED DEAD 
971 J AS I PLUNGED THE SPEAR 
INTO PATRICK'S BACK 
972 J THROUGH HIS BODY 
973 J AND INTO PHYLLIS' BODY 
974 J RIGHT THROUGH THE BED 
975 J INTO THE FLOOR 
976 J Pretty powerful 
977 J Birdy 
978 C What movie did ya see 
that in 
979 B Yah 
980 B I saw that movie 
981 B too 
982 J Yah 
983 J I seen that 
984 J that was Friday the 
13th 
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985 J wasn't it 
986 J Yah 
987 J it was 
988 J Yah 
989 J it was 
990 A No 
991 A No 
992 A I 
993 J Yah 
994 J you shouldn't be taking 
things from other 
movies 
995 J Here (passes paper) 
996 A After I wrote it 
997 A I realized what it was 
from 
998 J Yah 
999 A Yah 
1000 J Yah 
1001 T No 
1002 T that happens a lot 
1003 A Yah 
1004 A I 
1005 A like 
1006 A wrote it 
1007 A then I realized 
1008 A that I saw it 
somewhere 
1009 A that's why 
1010 C I hear that a class 
was plagerizing 
somewhere 
1011 C and almost the whole 
class got F's 
1012 B No shit 
1013 B man 
(End of class) 
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APPENDIX D 
TRANSCRIPT OF 2/27/89 
This transcript is from later in the study when 
the student teacher was instructing the class. It is 
the first day of a new assignment and the students are 
brainstorming ideas for their writing. The transcript 
contains three major storytellings: Cubby's pool hall 
story, Birdy's brother's video story, and Cubby's 




001 A Got hit 
002 B I hit a telephone pole 
003 B right in the middle 
004 A Did ya have insurance 
005 B Probably 
006 J Huh 
007 B I fuckin' went hog wild 
008 C Where is it now 
009 C at your house 
010 B No 
012 B it's at a place 
013 B where 
014 B ah 
015 C Is it totaled 
016 B Kinda 
017 C Enough not to drive 
018 B Yah 
019 B Beaner and I made it to 
Worthington 
020 B cause I was tryin' to 
go home 
021 A Were you hammered 
022 B Not that bad 
023 C Cocked 
024 C then 
025 B A little 
026 J He was fucked up 
027 J put it that way 
028 B They put out the test 
029 B and I passed it 
030 J The soberity test 
031 B There was a whole bunch 
of different things 
032 C Where did they finally 
get you 
033 C Worthington 
034 B Nah 
035 B near the center of 
Huntington 
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036 C Awh 
037 C really 
038 B Cause I kept goin' on 
that road 
039 B and it came out in 
Chester 
040 B and I came down 
041 B into the center of 
Huntington 
042 B There were four staties 
and two townies 
043 B out lookin' for me 
044 C Looking for you 
045 A How did they know 
046 A which car you were in 
047 B I was goin' down the 
road 
048 B and there was steam 
cornin' out 
049 B cause I had a smashed 
in radiator 
050 B one headlight 
051 J And a big old dent in 
the front 
052 J (laughs) 
053 C What 
054 C had they 
055 C like 
056 C heard about the 
accident 
057 C so they were lookin' 
058 C for the person who had 
done it 
059 B Well 
060 B they had all the power 
lines down 
061 B the power went out all 
over town 
062 J (laughs) 
063 B The telephone pole was 
laying on the ground 
064 B in three pieces 
065 B and the power lines 
were in the road 
066 A In the road? 
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067 C Did ya have to pay for 
it 
068 B Really 
069 C Did ya go and try 
070 C and call someone about 
it 
071 C or did ya 
072 C just try goin' home 
073 B I called my father 
074 B after I did it 
075 C What'd ya tell him 
076 B I hit a telephone pole 
077 C Yp,h 
078 C just a little one 
079 B They looked at it 
080 B he stopped to see the 
damage 
081 B He was fried 
082 B because all the power 
lines were down 
083 ALL (laugh) 
(lost audio - 
background noise) 
084 A That student teacher is 
watching us 
085 J Who cares 
086 J Let's watch her 
087 J (laughs) 
088 B I'm not goin' ta have 
mine done 
089 B for tomorrow 
090 B I know that 
091 C How many pages do we 
need 
092 J Who cares 
093 J Cubby 
094 J just don't do it 
095 B After the cop got there 
096 B he tried to confiscate 
the grass 
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097 A Where'd ya put it 
098 B Couldn't touch it 
099 B He made me wait in the 
crusier 
100 B until the tow truck 
came 
101 B and towed it to 
Westfield 
102 J Did he find it 
103 B No 
104 A What'd ya have 
105 A parafanalia 
106 C (loudly) How long do ya 
want this to be 
107 ST Three sides 
108 ST How's Boogie doing 
109 B (holding up paper) One 
page 
110 C What if we can't 
describe it in three 
sides 
111 ST It can be four 
112 ST five 
113 ST six 
114 C But ya need 
115 C ya want 
116 C ah 
117 C the whole thing 
described 
118 C for tomorrow 
119 J Don't worry 
120 J she doesn't 
121 C Even if it takes 
122 J she doesn't (?) his ass 
123 J for this fucking gang 
124 J he [the teacher] knows 
how we opperate 
125 ST For tomorrow 
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126 J He knows how we 
opperate in this class 
127 A Hey 
128 A she's wicked fried 
129 A Hey 
130 A I hope he doesn't let 
her listen to this 
131 J I'm not gonna do this 
132 A I'll do it the night 
before it's due 
133 A (laughs) 
134 B Have the introduction 
done in three months 
135 J I could do it tonight 
136 J if I wanted to 
137 A I could too 
138 A I have tonight off 
139 C I don't have anything 
to do tonight 
140 C maybe I will do it 
141 A I'm still on vacation 
142 A (laughs) 
143 C My mind's still on 
vacation 
144 C it's still in bed 
sleeping 
145 A My mind's still in my 
woman's bed 
146 B Not sleeping 
147 J Can't take a piss now 
148 J can ya 
149 J Can't take a piss 
because 
150 J his dick's still in his 
girlfriend's bed 
151 A Yah 
(pause while they work) 
152 A Boogie's gotta write 
153 A look at the kid 
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154 C I can't write in class 
155 C it's totally impossible 
(pause while they work) 
156 ST How you doing 
157 A Good 
158 A good 
159 ST Good 
160 ST Are you doing some 
writing 
161 A Ah 
162 A I left my pen at home 
163 A (laughs) 
164 C I'm doing writing 
tonight 
165 C I can't write in class 
166 C it's totally impossible 
167 C Mr. Ludlam knows that 
168 J (laughs) 
169 C I been tryin' for the 
last two years 
170 C to write in class 
171 C and I can't 
172 ST And how about you 
173 B Gettin' there 
174 C I can do this stuff in 
class (shows paper) 
175 C like planning 
176 C and stuff 
177 C but I can't write 
178 C It takes too much 
thinking 
179 ST Well 
180 ST maybe you should 
181 ST you know 
182 ST read each other's 
stuff 
183 ST and give each other 
suggestions 
184 ST so you can use class 
time productively 
185 J All right 
366 
186 C I have all this stuff 
187 C that I've found 
188 C in the house 
189 C I could do that in 
class 
190 ST Another thing that you 
might want to 
191 ST start thinking about 
192 ST is that at the end of 
class tomorrow 
193 ST I'm also going to ask 
you all 
194 ST what your transition 
is going to be 
195 C What 
196 C Ya mean 
197 C how we're going to get 
into 
198 ST How you're going to 
get into your story 
199 C I knew that 
200 C That's all done 
201 ST Do you need a pen 
202 ST Birdy 
203 C Now I remember 
204 C I find a bullit shell 
205 C down a grate 
206 A I've got mine in my 
jacket 
207 A I think 
208 A I thought I left it 
home 
209 A but 
210 C (reads) BULLIT SHELL 
UNDER GRATE 
211 C IN FLOOR 
212 B What 
213 C I find a bullit shell 
214 C under the grate 
215 C and all of a sudden 
216 C I fall asleep 
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217 A Awh 
218 A What'd ya know 
219 A it was in this pocket 
220 C and I woke up in the 
old 
221 A no wonder it wasn't (?) 
222 J No wonder it wasn't in 
your hand 
223 C Wild 
224 C Wild 
225 C West 
226 C Fat cats 
227 C big assed rats 
228 C I hate that song 
229 C Did you see the Grammys 
230 B No 
231 C Should of 
232 C There was this wicked 
233 C hot 
234 C Irish chick 
235 C she was bald 
236 C she shaved her head 
237 B Oooow 
238 B hot 
239 B (laughs) 
240 All (laugh) 
241 B Where's 
242 B what's your place 
243 B man 
244 B Isn't it a house 
245 B You have sixty seven 
chairs in this house 
246 C No 
247 C six and seven 
248 C I don't have sixty 
seven chairs 
249 C See 
250 C I labeled it 
251 C six and seven 
252 C there's a chair there 
253 C and a chair there 
254 B Oh 
255 B bitchin' 
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256 C See 
257 C and I found the bullit 
shell in there 
258 B An old bullit shell 
259 C Yah 
260 C He's gonna look at the 
bullit shell 
261 C and he's gonna go back 
in time 
262 B Ingenius 
263 C He'll sniff the 
gunpowder 
264 C and he'll go on a trip 
265 J A rush 
266 B I'll have a pair of 
panties 
267 B and he'll smell 'em 
268 B wake up in a whorehouse 
269 J That's a good one 
270 J (laughs) 
271 A I could do that 
272 A in the bar 
273 J They'd be fermented 
274 A Like anchovies 
275 J No anchovies on my 
pizza 
276 A We don't have any 
anchovies 
277 A If somebody ordered 
anchovies 
278 A we'd be up the creek 
279 J You don't have 
anchovies where you 
make pizza 
280 C You have anchovies 
there 
281 C don't ya 
282 A No we don't 
283 C You do on the menu 
284 A On the menu 
285 A but we don't in the 
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286 C So 
287 C if I asked for 
anchovies 
288 A We'd have to run across 
the street 
289 A or run to the store 
290 A or go into Big Y 
291 A or something 
292 A and buy some 
293 A (laughs) 
(background noise - 
poor sound) 
294 C Whose idea was it for 
Rodney to go with your 
sister 
295 J Her sister's 
296 C She asked him? 
297 A Go to your sister's 
what 
298 C Was she desperate 
299 J (?) 
300 A She left Rod there? 
301 J No 
302 J she left him at (?) 
303 C I couldn't believe it 
304 C when I heard he was 
goin' out with her 
305 A Rod doesn't seem the 
dancin' type 
306 J He'll do all the slow 
dances 
307 C He'll surprise ya 
308 C every once in a while 
309 A But she left him 
310 C After the game 
311 C the other day 
312 C the kid tripped 
313 J She was dancing with 
him 
314 J and he 
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315 C I was shootin' pool 
with him 
316 C and he had all the 
balls in 
317 A You guys think they're 
all a bunch of Pollacks 
318 A right now 
319 A huh 
320 A anyone win? 
321 C I haven't played in 
about three weeks 
322 C Seller's sister beat me 
one game 
323 J Whose sister 
324 C Pete's 
325 C I broke 
326 C and it went chink 
327 C she broke 
328 C and all the balls went 
down the other end 
329 B She smokes like a 
chimney 
330 J (laughs) 
331 J Guess whose not going 
out with a college girl 
now 
332 A What happened to Kathy 
333 B She's going to college 
334 B I can't get her 
335 J Where's she goin' 
336 B Westfield State 
337 J Ha 
338 J geekers 
339 A Geeker 
340 A where'd I see that 
341 A that's a Hampshire 
Regional term 
342 A isn't it 
343 C Geeker 
344 B Yah 
345 B that kid 
346 B Phil Betters 
347 B is always usin' it 
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348 C Phil Betters 
349 C that kid's pretty weird 
350 B That's his woman 
(points outside) 
351 B hey 
352 B she's out there walkin' 
across the street 
353 C Looks like three years 
old 
354 B No shit 
355 A Better's woman? 
356 B Ya 
357 B from Huntington 
358 A I fucked Noreen 
359 C Noreen? 
360 B Noreen? 
361 A Yah 
362 B When 
363 J Guy's havin' 
364 J fuckin' wet dreams 
365 B Must have been a hell 
of a lay 
366 B two years ago 
367 C When she was a geeker 
368 A You guys callin' me a 
liar 
369 J So 
370 C Like he said 
371 C it must have been a 
hell of a lay 
372 C two years ago 
373 A No 
374 A I didn't fuck her 
375 A I'd have split her in 
half 
376 C that's why Better's is 
going out with her 
377 A She didn't (?) 
378 A her face hasn't changed 
much 
379 B No 
380 C but her build has 
381 C (laughs) 
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(background noise - 
poor quality) 
382 J I'm all caught up with 
White's 
383 J ah 
384 C What 
385 J I'm right up to page 
386 J ah 
387 J chapter nineteen 
388 B We had to read up to 
chapter nineteen? 
389 C I'm up to chapter 
seventeen 
390 A I read up to eighteen 
391 A it doesn't take ya too 
long 
392 J Yah 
393 J I know 
394 C I get bored in every 
(?) class 
395 C and I read another 
chapter 
396 C now I'm gettin' past 
what we're supposed 
397 J I'm gonna read more 
tonight 
398 C That King Solomon part 
399 C he's talkin about all 
this biblical stuff 
340 C I said 
341 C forget that 
342 C and I skipped it 
343 J Doesn't say hardly 
anything about that in 
the Cliff Notes 
344 B Why don't you read the 
Cliff Notes 
345 B Cubby 
346 C It doesn't really 
bother me 
347 C reading the book 
348 C It's a lot better then 
the Scarlet Letter 
349 C I just couldn't read 
that "dat-der'' stuff 
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350 J Naw 
351 J I can read that 
352 J I can't read the other 
353 J I didn't 
354 J I was gonna be able to 
read it 
355 J but once I started to 
it was 
356 C You know that thing she 
wanted us to write 
357 C what's wrong about her 
class 
358 C all's I said was 
359 C we should do one book 
that we can relate to 
360 C like Stephen King 
361 C or something like that 
362 A What's the matter 
363 A you can't relate to 
Huck Finn 
364 All (laugh) 
365 J Huckleberry? 
366 A (with a twang) 
Huckleberry 
367 C I think anybody with 
the name of Huckleberry 
is a 
368 J Tackleberry Finn 
369 A (laughs) 
370 A They're cornin' out 
371 A There's a new Police 
Academy movie out 
372 J They're all so stupid 
373 C Academy Six 
374 A Yah 
375 A it's supposed to be 
city under siege 
376 A or somethin' like that 
377 J I don't remember the 
first one 
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378 A My brother 
379 A hey 
380 A my brother spent the 
whole week watchin' 
Police Academy 
381 A we have 'em all on tape 
382 A He watched every single 
one of 'em 
383 A about eight times 
384 A this entire week 
385 A wicked spaz attack 
386 J Which one 
387 J dude 
388 A Jimmy 
389 A the second younger one 
390 J The little one doesn't 
know enough to watch 
391 A No 
392 A the little one's pretty 
smart 
393 A actually 
394 A he talks and everything 
395 J He talkes now 
396 A Yah 
397 J How old is he 
398 A Two 
399 C No shit 
400 C how many brothers you 
got 
401 C about eighteen 
402 A (laughs) 
403 A four 
404 C They keep multiplying 
405 J Don't you have two 
sisters 
406 A Yah 
407 A I think 
408 A (laughs) 
409 A they said that's the 
last one 
410 A too 
411 C My parents freaked me 
out last year 
412 C they were just kiddin' 
413 C they played a joke on 
me and my sister 
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414 C they were sittin' there 
at the supper table 
415 C and they both said it 
at about the same time 
416 C they said 
417 C you guys want another 
baby brother or sister 
418 C and we both 
419 C ah 
420 A Yah 
421 A every parent does that 
422 A (laughs) 
423 C and they said 
424 C just kidding 
425 C and my dad goes 
426 C let's do it 
427 J Yah 
428 J my parents said that 
they really wanted to 
429 J but my dad can't 
430 C I knew it couldn't 
happen because they 
431 A Sterile Darryl? 
432 J No 
433 J he 
434 J ah 
435 J (?) 
436 C They got one of those 
histerectomies 
437 J My dad said make sure 
he's a (?) 
438 A It's in the blood 
439 A huh? 
440 A (laughs) 




TRANSCRIPT OF 2/28/89 
This transcript is from the day after the one in 
Appendix D. The class is being taught by the student 
teacher and they are still brainstorming ideas. There 
is a great deal of discussion about handwriting and 
the writing ability of the peer group members during 
the class. 
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001 ST What you are doing 
with the first person 
002 ST is using it as a 
literary technique 
003 ST to get into your third 
person fiction 
004 ST Have any of you ever 
read the Scarlet Letter 
005 C Yah 
006 A We all did 
007 ST You remember how he 
goes in 
008 ST and he finds the 
scarlet letter in a 
warehouse 
009 ST and then he starts the 
story 
010 ST Well 
Oil ST basically we'll be 
doing the same thing 
012 ST so don't worry about 
it 
013 A I won't worry about it 
014 A cause I just skipped to 
the next chapter 
015 ST I just want to remind 
you 
016 ST one more time 
017 ST to get all your 
objects described today 
018 B Do we 
019 B ah 
020 B all we have to have 
done is 
021 B ah 
022 ST Your introduction 
023 ST with your discription 
of the building 
024 ST and the things that 
you find in it 
025 J What about all this 
stuff 
026 J no (?) 
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027 ST What's that 
028 J (shows her) 
029 ST No 
030 ST you're going to go 
back to your characters 
next classweek 
031 C So 
032 C you want this 
introduction to end 
033 C ah 
034 C with the transition 
035 ST You'll do the 
transition tomorrow 
036 C Like 
037 C when we wake up 
038 C we'll be in the old 
west 
039 C and that'll be the end 
040 ST Right 
041 ST you'll be ready to do 
that tomorrow 
042 C Oh 
043 C we'll be ready to do 
that 
044 A So 
045 A today 
046 A all we have to do 
047 A is just describe 
048 ST Get your setting all 
described 
049 A All right 
050 ST and the things that 
you find in your 
building 
051 C So 
052 C it be 
053 C like 
054 C at the point where he 
falls asleep 
055 C in the house 
056 ST 1 Right 
057 ST 1 exactly 
058 A Because this first part 
will be first person 
059 A like I did this 
060 A and I did that 
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061 ST That's right 
062 ST but don't worry about 
making that person a 
real character 
063 ST because we're going to 
be working on 
064 C He's not going to be 
much of a character at 
all 
065 ST No 
066 ST not at all 
067 ST like I said 
068 ST that's a device to get 
you into this Western 
story 
069 B This is the work room 
070 B and this is the kitchen 
for the restaurant 
071 B Ya see 
072 B this is the reataurant 
073 ST Ah hum 
074 ST and this is your first 
floor 
075 ST so 
076 ST yah 
077 ST I would think that 
would be a kitchen 
078 B OK 
079 B I see 
(pause) 
080 B So 
081 B my restaurant is 
(writes) 
(pause) 
082 A So 
083 A we have to write this 
period 
084 A that's kinda weird 
085 A Cubby 
086 A take your god damn 
folder 
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087 C This isn't mine 
088 C mine's in my locker 
089 C with Boogie's artistic 
work all over it 
090 C I had to get a new one 
(pause) 
091 (girl) Jock 
092 G what time are you guys 
leaving for the game 
today 
093 J What 
094 G Don't you have a game 
today 
095 J it's only a scrimmage 
096 G Oh 
097 G is it here 
098 J Yah 
099 G What time does it start 
100 J Quarter of four 
101 G Oh 
102 G thanks 
103 J Yah 
(pause) 
104 A I'm such an artist 
105 C Why man 
106 C Birdy 
107 C you suck 
108 A I know 
109 C It looks like a guy 
110 C He's doin' the same 
thing that Boogie did 
111 A It's like his other 
folder is up in his 
locker 
112 B Jesus Christ 
113 B your crotch goes right 
up between your tits 
114 C (laughs) 
115 A Guess I'll have to make 
another one 
116 J It's your folder 
contest 
117 A Yah 
118 A one of these 
119 A that'll be funny as 
hell 
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120 J Let me see that 
121 A (laughs) 
122 J Holy shit 
123 J Birdy 
124 J that's a pretty fuckin' 
sad one 
125 A (laughs) 
126 A Yah 
127 A I know 
128 C Have Boogie draw it 
129 J Boogie's workin' hard 
over here 
130 A Big Boogie 
131 B Yah 
132 A Boogie Beebo 
(pause while they work) 
133 J This is so stupid 
134 J I can't do this 
135 A I don't even know what 
to write 
136 A so I'm not worried 
about it 
(pause) 
137 A What are you 
doing 
138 A Cubby 
139 A (laughs) 
140 A you're such an artist 
141 C I like tits on it 
142 A Cubby 
143 A how do you know what 
tits look like 
144 C Dirty magazines 
145 A (laughs) 
146 A that's what I figured 
147 A Can I have my folder 
148 A Cubby 
149 A please 
(break - poor sound 
quality) 
150 A Ok 
151 A let's try to write 
something 
152 A all right 
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(pause while they work) 
153 A Hey 
154 A (to Jock) your 
handwriting sucks 
155 C An E and a D together 
156 C who taught you how to 
write 
157 C just different letters 
like that 
158 J I don't know 
159 J I just 
160 C Like 
161 C Birdy does his with a 
big fuckin' “o" 
162 C I just write normal 
163 C like a little 
kindergartener 
164 J Yah 
165 J you think yours is 
normal 
166 A You write slanted 
167 A I think mine is normal 
168 A except for the I 
169 J Not all your I's are 
like that 
170 J though 
171 A No 
172 A usually just my name 
173 J Right 
174 C And 
175 C like 
176 C people that make sevens 
177 C like this 
178 C they're supposed to 
teach you to write 'em 
that a way 
179 J I do that 
180 A I like the way I sign 
my name 
181 A I used 
182 A I could be a doctor 
183 C I used to sign my name 
184 C like this 
185 C It was always 
186 C big and loopy 
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187 A (tries his) Awh 
188 A I just blew it 
189 J Nah 
190 J you don't sign it that 
way 
191 J all the time 
192 C That's the way I used 
to sign my name 
193 A Look at any papers 
194 A important papers 
195 A I always sign my name 
like that 
196 C I changed my signature 
197 C it used to be like this 
198 C now it goes 
(demonstrates) 
199 A You have to make your 
signature 
200 A ya gotta make it your 
(shows it) 
201 J That's how my dad's is 
too 
202 C I like these guys who 
go like this 
203 C they go 
204 A Yah 
205 A (laughs) 
206 C But 
207 C you gotta make the 
signature the same way 
every time 
208 C or the stupid ones 
209 C like Moose 
210 C who can't write 
211 C he goes (shows it) 
212 C (laughs) 
213 J He does 
214 C No 
215 C but a lot of people 
when they're not 
educated 
216 C and they don't know how 
to write their name 
217 C they make an X 
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(pause while they work) 
218 C Hey 
219 C that's my paper you're 
writing on 
220 A I'm sorry 
221 A (laughs) 
222 C Now you ruined my story 
223 A (laughs) 
224 A Now you have something 
on it anyway 
225 J What the hell are we 
going to write 
226 A I don't even know what 
to write 
227 J I 
228 J ah 
229 J I totally 
230 J not 
231 J ah 
232 J thought a whole lot 
233 J ah 
234 J what my story's going 
to be about 
235 C I know what mine's 
gonna be about 
236 A What the hell 
237 A ah 
238 A I'm in a bar 
239 A What's in a bar 
240 C In mine 
241 C somebody checks the 
place out 
242 C and finds a bullit 
shell 
243 C and he looks at it 
244 C he falls asleep 
245 C and the thing with the 
bullit shell 
246 C ah 
247 C sombody's gonna get 
killed up in that room 
248 C but I haven't decided 
why 
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249 A Has anybody mentioned 
250 A ah 
251 C if we did all our 
writing at home 
252 A it 
253 A ah 
254 A it's better anyway 
255 C I know 
256 A though we always come 
in 
257 A and make fun of each 
other 
258 A cause we didn't do it 
259 A (laughs) 
260 C Well 
261 C we all oughta get it 
done 
262 C except for Boogie 
263 A (laughs) 
264 A Look at the kid 
265 A he's writin' 
266 A he's doin' 
267 A he's goin' nuts 
268 C Boogie goes mach one 
for the first three 
days 
269 C and writes eight pages 
270 C then he stops 
271 A (laughs) 
272 C He's the complete 
opposite 
273 C ya don't write when ya 
get home 
274 C but ya write in class 
275 J Ya can tell me a joke 
or somethin' 
276 J ya get up to the main 
thing 
277 J ya stop 
278 J and ya think of 
something to write 
279 A (laughs) 
280 A Boogie 
281 A what are ya writin' 
about 
282 A what's ya story about 
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283 B Dickheads 
284 B like you 
285 A If I was a dickhead 
286 A you'd be suckin' me 
287 J Ah 
288 J that's low boys 
(pause) 
289 A Holy shit 
290 A that lady's (the ST) 
going around reading 
everybodys papers 
291 J Hope she's not goin' to 
read mine 
292 J cause it's not gonna 
take her too long 
293 J (laughs) 
294 A Let her read Boogie's 
295 A she can read Boogie's 
for the rest of the 
period 
296 C Boogie 
297 C keep writin' 
298 C we want her reading for 
a while 
299 J How many pages ya got 
300 J anyhow 
301 J two 
302 B Huh 
303 B I don't like my story 
304 B I'm gonna throw it away 
305 B (laughs) 
306 A A good writer always 
takes his time 
307 C No kiddin' 
308 C what about Stephen King 
309 C he writes a fuckin' 800 
page novel in about six 
months 
310 A Boogie's writin' the 
great American novel 
311 B A Western 
312 C Boogie's specialty 
313 B Yeee-up 
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314 C In the Enquirer they 
say 
315 C a person's personality 
depends on the type of 
book they read 
316 C a Western says you're 
317 C ah 
318 C an old fashioned type 
of guy 
319 J What's horror say 
320 C Ya like to take chances 
in life 
321 C and live 
322 C and live life on the 
edge 
323 C or somethin' 
324 A What about mysteries 
325 C I don't remember 
326 A I write mysteries 
327 C I like horror 
(pause while they 
eaves-drop) 
328 A Ya know what I hate 
329 A I hate people who've 
seen the world 
330 A and they're only 
sixteen 
331 C I hate people who've 
seen the world and 
complain about it 
332 C (laughs) 
333 C say it was boreing 
334 A My girlfriend 
335 A she's like 
336 A been everywhere 
337 A and all she does is 
338 A is like 
339 A well 
340 A like 
341 A she 
342 A ah 
343 A she never talks about 
it 
344 A but 
345 A ah 
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346 A people like that piss 
ya off 
347 A they've seen everything 
348 A and 
349 A ah 
350 A you've never been outa 
New Jersey 
(pause) 
351 J Look out 
252 J here she comes 
353 C Good 
354 C good 
355 C Boogie's doin' fine 
356 J He's the only one 
357 J that knows what he's 
writing 
358 A I'm stumped still 
359 A I'll figure it out 
360 ST How are you guys doing 
361 A I just don't know what 
to write 
362 C I have an idea 
363 C here and there 
364 C but I 
365 C ah 
366 C don't have any ideas in 
between 
367 ST What you want to do 
368 ST is get some of your 
ideas out 
369 ST don't worry about them 
370 ST hooking up to each 
other 
371 C I know what I'm going 
to find in the house 
372 ST Huh 
373 C I know what's in the 
house 
374 ST OK 
375 ST so why don't you start 
there 
376 C Startin's the worst 
part 
377 ST I know it is 
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378 A If I get the first line 
done well 
379 A I'll get the whole 
story written 
beautifully 
380 ST Right 
381 J That's why I can't 
382 J ah 
383 J once I start writing I 
can't stop 
384 J but I can't get goin' 
385 J I have no idea what my 
story's going to be 
about 
386 C Boogie can just go 
387 ST (to Jock) Well 
388 ST what's your building 
389 J Newspaper 
390 ST You're in the 
newspaper shop 
391 J I can't think of 
anything 
392 J at all 
393 ST Well 
394 ST why don't you just 
start with straight 
description of it then 
395 ST and don't worry about 
your characters 
396 J No 
397 J I'm not worried about 
my characters 
398 J I just can't think of 
anything I want to 
write about 
399 J It always takes me 
longer than any of 
these guys 
400 J though 
401 J to figure out what I'm 
gonna write 
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402 A We're cornin' from a 
college 
403 A right 
404 ST Yah 
405 ST you can start there 
406 A Yah 
407 A that's what I'm going 
to do 
408 A like say 
409 A I got off the bus 
410 A4and went into 
411 C Hey (to Jock) 
412 C I got an idea 
413 C find an old half 
printed newspaper 
414 C still in the press 
415 J I know what 
416 J ah 
417 J I have a list of things 
I'm going to find 
418 J but I can't think of 
anything at all what my 
story's gonna be about 
419 ST Well 
420 ST why don't you start 
with the things that 
you find 
421 ST and 
422 ST maybe as you're 
writing some ideas will 
come to you 
(break - poor sound 
quality) 
423 J Look at it 
424 J this kid's writin' up a 
storm 
424 C He's writin' big 
425 C too 
426 B Fuck you 
427 C (to Birdy) Why do you 
write such small 
margins 
428 C it makes it look more 
429 C if you put in inch 
margins 
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430 J That's what I always do 
431 J not extra big 
432 J but I go like that 
433 A Cause I don't like 
going through eight 
pages of paper 
434 A I just like writing it 
435 J Yah 
436 J but when ya have ta 
have a lot of pages 
437 C When ya write three and 
a half pages 
438 A Writing lessons 
439 C When ya write three and 
a half pages 
440 C with margins like this 
441 C it comes out ta be 
442 C four or more 
443 A This is a lot more 
impressive 
444 A this is what college 
students do 
445 A like 
446 A I'm a wicked good 
writer 
447 A it's about the only 
thing I do good 
448 J (laughs) 
449 J Mr. Modest 
450 J Birdy 
(break - too much 
noise) 
451 A They said that the 
geeks 
452 A all they think about is 
(?) 
453 A and all you jocks 
454 C Suck 
456 A I'm not a geek 
457 A and I'm not a jock 
458 A I'm just 
459 A Mr. Wonderful 
(break - too much 
noise) 
460 C Look at Boogie 
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461 C he's written three 
pages 
462 C all's ya had to have 
was page one 
463 J I don't know what to 
write 
464 C (mimicking) Da 
465 C- we go off da bus 
466 C da 
467 C we walked to the house 
468 C da 
469 C we got da stuff 
(pause while the work) 
470 J What are we writing 
471 J the beginning of our 
story 
472 J here 
473 C Yah 
474 J I can't do that 
(pause) 
475 A Oh 
476 A oh 
477 A brainstorm 
478 A brainstorm 
479 A look what we got here 
480 C He's writin' 
481 C it's the first time 
I've ever seen you 
write 
482 C like that in class 
483 A I like somethin' 
484 A I just got an idea 
485 A I don't want to forget 
it 
(pause while they work) 
486 C Should I call the 
professor (in his 
story) 
487 C Professor Ludlam 
488 C maybe I'll get extra 
points for that 
(end of tape) 
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